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Preface

How can the best and the brightest among college students be encouraged to enter teacher
preparation pregrams? What does it take to recognize, reward, and retain outstanding
educators in elementary and secondary schools? Why do some educators invest more of
themselves in develoning their professional skills? The questions are myriad.

As frequently as someone poses a question, another recommends an answer: introduce
career ladders and mentoring systems; raise standards and salaries for entry into teaching;
strengthen graduate and undergraduate programs of professional development; identify the
most superior professionals with be.ter tests and performance evaluation systems.

Debated and considered by policymakers, educators, scholass, and taxpayers, such questions
and answers have been at the heart of sducational reform initiatives nationwide for the
past several years. And, in the same period, many innovative programs to provide
incentives to educators have been introduced. Numerous states and local districts,
including many in the region served by the North Central Regional Educational
Laboratory (NCREL), have considered or taken action to implement incentive policies and
programs.

In response to considerable interest in the theme of incentives among ¢onstituents in the
region, NCREL initiated activities to develop information resources and encourage related
research early in 1986. The first activity involved reviewing relevant literature and
developing a framework to guide future conceptual work and strategies. The framework
was first employed to describe significant themes and issues apparent in policies and
programs of state governments. Fourteen papers regarding policy issues on incentive
programs were presented and discussed at a seminar held in 1986 in Chicago which
included representatives of State Education Agencies, higher education, teacher unions,
scholars and researchers, regional laboratories, practitioners, and national policy
organizations.

During 1987-88, the focus of laboratory incentives activities began to shift from initiatives
taken by states to programs in local school districts. A survey of school districts in all
seven states of the region along with site studies to create profiles of a small number of
district-level programs comprised the next phase of activity. This report. last in NCREL's
series on teacher incentives, provides a reference {or those administrators and pracutioners
involved in initiating and implementing incentive programs.

Many teachers and local school district administrators contributed to the effort to examine
local initiatives 1n the area of incentives with their time, interest, and support. This series
of reports on teacher incentives could not have been accomplished without the assistance
of the participants at the 1986 seminar, Chief State School Officers and SEA liaisons in
the NCREL Region, authors and reviewers of the series of products, LEA .iaisons,
teachers, and NCREL staff. We would also like to acknowledge the children who
contributed their drawings and thoughts for usc in the document.

The following people deserve special mention for their contributions: Carol Bartell for her
contribution to the initial development of the whole series on teacher incentives and for
her continued support through presentations, written documents, and review of products;
LEA staff who have contributed to this study with their time and insights: John Webber,
Charles Laliberte, Julia Messersmith, Trici Schraeder, Mary Ellen Silk, and Arlys Cole:
external reviewers: Carol Bartell, John McDonnell, and Peter Burke; and Debra Beauprez,
Donna Wagner, Cheryl May, Marianne Kroeger, Julie Casiello, and Jane Lane of the
NCREL staff.
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Introduction

The North Central Regional Educational Laboratory (NCREL) bas conducted a three-
year research effort to investigate policy issues and actual practices related to teacher
incentive planning and implementation. The focus has steadily narrowed from national
to regional to state conditions, and finally to local school district programs, with each
understood as nested within the larger contexts. This study is the most site-specific
phase of NCREL's teacher incentive research, looking at 21 programs operating at the
State Education Agency (SEA) level in the NCREL region.

The 21 local educatior agency (LEAs) programs described here represent an eclectic
assortment of teacher incentive strategies. The conceptual framework for considering
teacher incentives established by Bartell (Bartell, 1987) in earlier publications in this
series takes on an expansive view of teacher incentives beyond saiaries, fringe tenefits,
and other extrinsic rewards. These 21 studies do include monetary reward programs
such as merit pay, but also include increased teacher decision making through site-based
management, staff development, opportunities for advancement through career ladders,
public recognition for excelience and commitment, support for continuing education,
assistance in dealing with student problems, increased collegiality and improved
performance through peer evaluation, and support for diverse teacher roles, such as

mentoring and action-research projects.

This document is divided into five parts. The first part describes the conceptual
framework for incentives developed through NCREL's earlier work on incentives. and
how that {rameweork led to the design and methodology used in the study. The second
part includes summaries of the 21 sites and the state policy contexts in which these cases
occurred. The third part contains detailed descriptions of the programs at each of the
21 sites, along with major findings. The fourth part looks at the 21 study sites
collectively to examine what we have learned about the planning, development, and
implementation of these programs, and how efforts at the LEA level fit within state and
regional contexts. The fifth part of the report of fers conclusions and references {or
incentive program development and implementation.

' This study is not intended as a collection of promising practices found in the region.
As described in the methodology section, these programs were not s¢lected because they
I were most exemplary, but as illustrative of the variety of local conditions, state contcxts,
and motivators so that we might understand their interaction. Nor is a grcat amount of
: c
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detail on each of the programs provided. Studies are now in place in several of the sites
that will produce more focused and detailed information about those programs, and

these studies will be published by NCREL.! Rather, the primary goal of this study is
to understand how patterns of incentive planaing, development, and implementation
occur in different local and state contexts to produce varying results. We hope it serves
as an atlas that depicts various routes to 3 number of destinations. Some destinations
will appeal to some readers more than others; some routes will seem more or less scenic,
comfortable or direct, depending on the reader’s own needs and past experience with this
terrain. It is our hope that somewbrere 1n these pages you l'ind the desuination and the

pathways that suit your needs. Travel well

s

. These studies are in progress at five of the study sites (Elmhurst, [L, Marstalltown,
[A, North Olmsted and Rittman. OH; and Waunakee, WI). They are teing conductea
by participants in NCREL's Teacher-as-Researcher Project by statf at the respecuve
31(29};3%01 districts. Anticipated compietion and publication of these studies s late Fall.

)
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Conceptual Basis for Considering Incentives

We have been taught that "for every action there is an equal and opposite reaction” as a
basic law of physics. Recently, though, physicists have disclaimed this law, realizing
that while it has appeared to work, reality is more complex than that.

So it is with teacher incentives. We would be pleased to have simple and irrefutable
laws, telling us that such a program or salary increment will produce the reaction we
want from our teachers. However, we have certainly learned that in the reality of
teachers’ lives, like the laws of physics, things are more complex than they appear.

The concept of incentives is viewed broadiy in this and earlier studies conducted by
NCREL,2 to embody the complexity of teachers lives. While some incentives are
intrinsic in the work itself, sach as a love of children or desire to be in a "learning"”
environment, this study focuses on deliberate efforts, intended to provoke teachers (or
would-be teachers) toward a desired end. That is the intent of an inceative. Incentives
are also relative, as different forms of inducement will have appeal to dii{¢erent persons
under different conditions. The appeal of incentives may vary in both type (such as
monetary or non-monetary rewards) and degree. Looking at this broad picture of
incentives reveals a vast array of possibilities.

Bartell (1987) organized this array of incentives along two axis: by the intent of the
incentive, and the motivator used. Four categories for intents were identified:

- recruitment of teachers,

- retention of teachers,

- improvement of teacher performance, and
- enhancement of the teaching profession.

Five categories of motivators were also identified:

- monetary rewards and benefits,

- awards and recognition,

- increased status as professionals,

- enlargement of professional responsibilities, and
- improved conditions in the schqcol as a workplace.

2. For f_urthcr discussion of the basis for this view ol incentives sce Bartell, 1987;
Thering, 1987; and Dorman and Bartell, 1988.
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These four intents and five motivators lend themselvss to formation of a matrix that
allow us to understand how incentives may work and what they are intended to do (see

Figure 1). Incentive activities may be placed in one or more cells of the matrix,

depending upon the specific combinazion of intents and motivators.3

Often an activity or program has more than one underlying intent, and calls upon more
than one of the motivators. A good example is the mentor program, aimed at retention
of new teachers by providing support for their entry into the profession; motivation for
improved performance, on the part of both the mentor and the protege teacher, and
enhancement of the teaching profession, as teachers assume more responsibility for the
induction and development of those joining their ranks. Mentor programs certainly use
enlargement of professional responsibilities as a motivator, often offer finaucial rewards
as well, and may be viewed as increased status if tied to movement on a carcer ladder or
lattice (Collegial Research Consortium, 1987). The matrix and conceptualization of
incentives it represents, then, should not be used to falsely limit the potential benefits of
or forms of motivation in any particular incentivs program, but as a way of examining
aeeds and forces at a particular site. If properly used, the matrix is a tool in more

effective planning.4

Usually more than one meotivator is considered in building incentive plans. The most
comprehensive plans address as many cells in the matrix as the circumstances of their
district warrant. Effective incentives are based on school program needs, community
expectations and support, and teacher career stages (McDonnell, Christensen, and Price,
1989).

Based on field tests of the survey instrument a sixth category, "increased
effectiveness in teaching performance”, was added to the array of motivators. Sec
Methodolegy section of this report.

(V8]

4. Guidelines for planning, implementing, and evaluating teacher incentives is the
subject of a futu-e NCREL publication.

-6 -
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FIGURE L.
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A broader way to categorize the intents of incentives is to consider them as being
oriented toward problem solving, with a focus on a particular need, or toward global
goals of increasing conditions und status for teachers as a class action. In practice, there
is a large degree of overlap in these two initents. The difference may relate more to how
the programs are packaged and promoted than to their essential qualities. Yet, some
differences in the types of programs are apparent. For example, loan forgiveness
programs for teachers in particular fields such as bilingual education or chemistry are
aimed at meeting a specific marketplace need, while more restrictive entrance
requirements for teacher education programs are intended to improve the professional
stature of teachers as a class. The above example of a mentor teacher program, it can be
argued, serves both intents, though in implementation it may lean more toward one or

the other.

Understanding this full range of activity and aims included when we discuss incentives
{or teachers will prepare you for visiting the 21 sites in these studies. Some may not fit
the typical notion of an incentive program, yet all have a place within this framework

of using motivators that aim to achieve the desired intents for teachers.

With this conceptual basis as a scaffold, we endeavored to answer the {ollowing

questinns about teacher incentives:

1. How do differences in the initiation, planning, and development of programs
aflect teacher participation and satisfaction with the programs?

5\)

How de levels of participation relate to teacher assessment of impacts of and
future prospects for these programns?

How do types of needs assessment conducted relate to teacher participation arnd
program impacts?

(9]

4.  Why do certain programs win more teacher support than others?

How do teachers experience the intended benefit of the incentive program or
activity?

n

6. How is the process of developing and implementing incentives experienced by
teachers?

7. How do state policy contexts affect LEA incentive programs?

ERIC
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Methodology

This study embndies the three purposes for research suggested by Babbie (1986):
description, explanation, and exploration. It is descriptive in reporting on the particular
21 incentive programs; explanatory in analyzing data on program impacts in relation to
planning, development, implementation, and participat'~n variables as well as state
policy contexts; finally, it is exploratory in seeking patterns that transcend specific cases
and can serve as models for practitioners at other sites.

A raodified case study approach was selected as appropriate for dealing with the
research questions. Yin (1986) of fers this advice on when to use case studies:

We can also identify some situations in wlich a specific strategy
has a distinct advantage. For the case study, this is when a "how"
or "why" question is being asked about a contemporary sct of
events, ov-r which the investigator has little or no control. (Yin,
1986, p. 20)

This description certainly matches the study reported here. It deals with conditions in
the political-economic arena over which the researchers have uo control. The events are
extremely contemporary -- so much that almoust any ¢xhaustive summary of the literature
is out of date before release. The issues under investigation are definitely "how" and
"why" questions, looking for order in the patterns of planning, developing, and

implementing teacher incentives under diverse conditions.

Twenty-one study sites were selected from among the seven states served by NCREL,
with three in each state. These states are [llinois, Indiana, lowa, Michigan, Minnesota,
Ohio, and Wisconsin. The number was selected to allow for the range of diverse
approaches to teacher incentives. As the issue of teacher incentives has bcen treated
differently by the states, equal numbers of sites were selected in each state to consider
how state-level policies and programs function as a context variable in looking at LEA

initiatives.

The districts were 1dentified through information reported on a large sample survey ot .=
LEA incentive programs in the region that was sent to one-third of all small and \_
medium LEAs, and all large (over 10,030 students) LEAs in the region (see Dorman and
Bartell, 1988), as well as from recommendations by State Education Agency (SEA) staff

to NCREL and citations in professional journals.

' 1o
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Once identified, aistricts were selected to include as closely as possible the full array of
incentives representing the four intents and five motivators described in the previous
section; to include small, medium, and large districts; and to include districts in both
rural and metropolitan areas. Another criteria was that key personnel responsible for
the inception of the program still be in the distric. so that those individuals’
perspectives could be inciuded in the data collection. Finally, the willingness of the
LEA to participate and to commit a staff person to serve as project liaison between the
NCREL researchers and the school staff was a critical factor. Of 74 candidate LEAs
willing to participate, the final 21 were selected and their participation confirmed
during Summer of 1987 (See Figure 2 on the following page).

1C
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FIGURE 2.
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One limitation of the study was that none of the region’s large urban districts were
selected among the 21 sites. The survey of LEA incentive programs indicated that the
majority of these districts were not engaged in the kinds of innovative incentive

programs that were being sought for the Study.5

Three means of data collection were used: mail surveys of a sample of all certified staff
at each site, telephone interviews with program leaders and participants, and analysis of

written program documentation.

A survey was designed to collect information from teachers and administrators at each
studv site. Categories of information included: respondents’ perceptions of the intent ot
and motivators used in their district’s program (program purposes), program initiation,
development, and implementation; respondent participation in the program; perceived
impacts of the program; assessment of the program and its future prospects; respondent’s
biographical data; and a space for open-ended comments. Most items were multiple
choice or Likert scales, though there were several spaces for open-ended responses.

The survey was reviewed and field tested in May 1987 at a middle-sized suburban school
district in Wisconsin. The response rate for the field test was approximately 60 percent.
The field test provided insights into refinements of the survey to make responses more
reliable, and pointed out some extraneous items that were deleted. An additional
motivator was added to the five choices included in the conceptual framework:
increased effectiveness in teaching. This was quite of'ten listed under the "other”
category, indicating that respondents did not see this motivator, increased efficacy, as
subsumed by any of the other five offered. Indeed, the power of efficacy as an
incentive has been documented by Rosenholtz (1985) and other researchers. The final
survey instrument is included in the appendix to this report.

5. Of tne several urban districts that did have such programs, there were problems of
access in working with district administration, and in one case the district declined
to participate. Furthermore, it was felt that these districts represented exceptional,
rather than typical examples of the thousands of school districts found in this region.
Therefore, findings based on research in those districts would be transferable to a
limited audience. However, the study does suffer from the absence of 2n example
drawn from large urban setting, and the limited percentoge of minority respondents.
The issue of minority teacher incentives is being addressed in a current NCREL
study.

- 12 -



Surveys were distributed through the liaisons at each LEA in the Fall of 1987, soon after
the opening of the school year. For each site NCREL staff selected a random sample to
receive the survey. In most cases, one-third of all certified staff were drawn; however,
minimum and maximum sample sizes of 40 and 140 were set to assure a large enough
response to make data mcanir;gful, and to keep the volume of data processing from
becoming overwhelming. In effect, the samples then represented 12 percent of the
largest district’s certified staff, and almost 100 percent of the smallest. Since each case
is considered independently, rather than in comparison to the others, the differing

sampling rates does not affect the composite data analysis.

Surveys were sent with a cover letter from NCREL describing the research project, a
ncte from the respective LEA project liaison encouraging a response, and a pre-posted,
pre-addressed return envelope. Surveys were numbered in order to identify non-
responders. Four to six weeks after initial distribution of the surveys, follow-up surveys
were sent to non-respondents, along with a second cover letter and note from the LEA
liaison urging them to complete and return the survey. All surveys were treated
confidentially. A total of 1,735 surveys were distributed, and 1,353 were returned. The

overall response rate was 78 percent.

One decision that had to be made was whether to survey only those who had
participated in the program under study, or a sample of all certified staff. It was
decided to take the latter course, so that in some cases many respondents had no direct
involvement with the program under study in their district. The rationale tor this was
to see to what extent the presence of a program intended as an incentive would create
favorable conditions for teachers even if they themselves did not participate, and to
look at what factors might af fect these situations,

The survey invited respondents 1o volunteer for telephone interviews, and about one-
fourth of respondents did volunteer. Three respondents were selected among volunteers
from each of the LEAs. Interview subjects were selected to reflect diversity in type and
length of teaching experience, familiarity with the program under study, and to balance
negative and positive views on the programs.

A protocol was developed for conducting the telephone interviews structured around
four main areas: program development and implementation; subject’s participation in
the program; perceived effectiveness of the program; suggested changes and tuture

prospects for the program; and other comments. In addition, LEA liaisons at each site

ERIC
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were interviewed using the same protocol. The conduct of these 84 interview~ was
divided among four NCREL researchers and took place during Winter and Spring of
1988. Interviews varied in length from 15 to 90 minutes, with most lasting between 25
and 40 minutes. All interviews were taped with the express permission of the subjects.

The third form of data collected were documents describing the programs submitted by
the respective [.EA liaisons, including a supplemental survey form requesting
information on costs and sources of funds for each program. These were initially
collected at the time sites were being selected, but updated as additional information

b<came available.

Survey data were analyzed using SPSSx, with {requencies, means, modes, ranges, and
cross tabulations most commonly used. Those data are reported in Part Two of this
report site-by-site; in Part Three, pooled data are examined. Program documents are also

reported on 1 site-ty-site basis in Part Two.

The vast collection of qualitative data based on interviews and open-¢nded survey
responses are used in synthesizing general trends, patterns, and areas of concern for the
develooment of incentive programs. Analysis of the interview tapes revealed response
patterns that sorted out into ten theme areas: evaluation and accountability, local versus
state control, program impetus, administrative support and control, teacher involvement,
professional growth and protessionalism, the change process, career stages, resources
(including money and time), and program processes and procucts. These themes and

what we have learned about them are described in Part Three.

- 14 -
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The Incentive Study Sites

The 21 incentive study sites are grouped by state, with a brief introduction describing the

state-level context for developing incentive programs.6 An ovsrview of each program
answers [ive kcy. questions and provides a summary of the study analysis. Greater detail
on the district, the program, and the study findings is included in Part 3 of this report,
where each program is described, and survey data is used to explain teacher assessment of

program impacts, effectiveness, and future prospects in term of patterns of program

initiation, development, implementation, and participation. The 21 sites are listed below

§ga(e

Illinois

Indiana

Iowa

Michigan

Minnesota

Ohio

Wisconsin

Local Education Agenc
Elmhurst District #205
North Chicago H.S. #123
Sherrard District #200

Eastern Howard
Hobart Township

M.S.0. Wayne Township
Marshalitown Community
Sheldon Community

South Winneshiek Community

Dearborn Public
Lansing Public

Olivet Community
Gaylord LS.D. 732
Minnetonka Public
Winona [S.D. 861

Huber Heights City

North Olmsted City
Rittman Exempted Village
Green Bay Public
Plattevilie Public

Waunakee Community

Program Under Study

Salary Plus
Performance-based Salary Addition
Incentive Component of Salary

Project: TEACHER
Outcomes-Based Education
Incentive/Reward System
Providing for Potential

iien Jr Teacher Program
Career Merit Salary Increment
Tuition Reimbursement for Graduate Study

Consulting Teacher Program

Quality of Work Life (Employee
Recognition Program)

Instructional Theory Into Practice {ITIP)

Peer Evaluation
Teacher Mentor Program
5chool-Based Management

Intervention (Substance Ab.se Assistance)
Motivation to Excel
Superior Performance Incentive Reward

Educational Improvement Program
({EDIMPRO)

Platteville Plan for [nstructional
Improvement

Waunakee Teachers Pilot Incentive Project

6. For more detail on state initiatives and conditions related to the teaching profession in
the seven-state NCREL region, see Teacher Incentives: State Level Initiatives in the

NCREL Resgion by C. Bartell, 1987a, North Central Regional Educational Laboratory.
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Summaries of Programs aad State Contexts

74

w Iilinois

:n Spring of 1987, as ihe study sites were being selected, there were no statewide
programs in Illinois aimed at promoting LEA teacher incentive plans. There were in
operation four state-supported pilot projects, each of which was illustrative of a
different approach .0 teacher incentives. Two of these focussed on additional salaries
for additicnal teacher responsibilities, while the other two focussed on performance-
based salarv incencives. The latter two faced a difficulty common to such plans, setting
performance criteria for salary supplements. The former two reportedly fared quite
well. Initially, it was hoped that one of these programs could be among the study sites,
but uncertain funding for continuation of the programs precluded their participation.

A statewide master tzacher program had been attempted several years before, aimed at
' rewarding teachers with salary bonuses based on outstanding performance. These master
teachers were expected to provide five days of staff development leadership service.
l The program was not rofunded, reportedly due to difficulties in establishing criteria for
the awards, in determining what new or additional roles the designated "master teachers”

would embody, and in maintaining sufficient funding to keep the program viable.

Although a variety of other school reforms had been enacted in Illinois (including
teacher performance review, school repott cards, and statewide assessment programs),
tight state budgets lef't little leeway for state support of teacher incentive programs.

ERIC
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Elmhurst Unit District #205: Salary Plus

District Enrollment: approx. 6,370
Number of Teachers: agprox. 420

School Sites: 8 elementary schools, 3 junior high schcais, | high school

I. What were the main features of this program?

Salary Plus is a staff development-based incentives program that provides for
teachers at the. top step in their salary lane to receive salary increments based on
participation in district-designed classes related to district instructional needs. The
program has expanded to of fer staff development that can be applied toward salary
advancement for all district teachers.

2. How did the program relate to staff or district needs?

The district had a high percentage of teachers at the top of their salary lane who
already held master’s degrees. The program created a new opportunity for those
teachers to realize salary growth within their current positions, with activities
focused on district instructional needs.

3. How much was bucgeted for the program, and what were the funding sources?

The program budget was 363,000 in 1986-87 and $67,000 in [987-88. The district
provided funds from general operating revenues.

4. Whko was involved in initiating, planning, and implementing the program?

The program was initiated by central office personnel and the district
superintendent, who were the primary planners of the program as well. Individual
teachers joined with the superintendent and central office personnel in
implementing the program.

5. What were the positive and negative impacts of .he program?

The primary positive impacts were on job effectiveness, professional growth
opportunities, and salary levels. One-fourth of the survey respondents reported that
Salary Plus had a positive impact on their continued empioyment in the district.
There were no significant negative impacts reported in any area.
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In summary:

Salary Plus was initiated by the central administration, bringing the local teacher
association and school board in at the planning stage. Participation in the program has
been steadily growing. There have been positive impacts (or participants in at least
several key areas, such as professional growth, job effectiveness, and salaries, while
negative impacts have been minimal. The raajority of respondents support continuation
or expansion of the program. The program seems well attuned to the needs of a faculty
with many veteran teachers who were no longer able to benefit from salary step
increases, and with many teachers with advanced degrees who are looking for

professional growth opportunities beyond additional college coursework.

Full report can be found on page: s

For further information contact: Dr. Jean Cameron, Assistant Superintendent
Elmhurst Community Unit School District 205
145 Arthur Street
Elmhurst, IL 60126
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North Chicago High School District »123: Performance-Based Salary Additior

District Enrollment: approx. 950

Number of Teachers: approx. 70

School Sites: | high school

W

What were the main features of this program?

The Performance-Based Salary Addition was a bonus of $150 for teachers who
received an evaluation rating of "superior” and $100 for teachers who received an
evaluation rating of "excellent”. Sa.ary bonuses were put into an escrow account to
be distributed upon the recipient’s retirement or termination of employment with
the district.

How did the program relate to staff or district needs?

This district has a relatively high rate of teacher staff turnover. The incentive
attempts to create an inducement for longer-term employment with the opportunity
to accumulate a large bonus over the course of time.

How much was budgeted for the program, and what were the funding sources?

In 1986-87 the cost was $2,350, and in 1987-88 the cost was $1,000. The program is
paid through general state aid funds.

Who was involved in initiating, planning, and implementing the program?

The district superintendent and high school principal were the primary initiators
and implementors of the program. The district school board and, to a lesser extent.
the local teacher association, central office staff, and State Education Agency
played a role in planning the program.

What werc the positive and negative impacts of the program?

Positive impacts were experienced in the arcas of professional growth opportunities.
job effectiveness, use of time, status among peers, salary, and relations with
students. INegative impacts were felt in the areas of decision making, use of time,
control over work, and collegial relations. For |3 percent of respondents the impact
on salaries was negative,




Aruitoxt provided by Eic:

In summary:

This program was initiated, planned, and implemented mainly by schooi administrators,
with participation of the local teacher association and school board in contras:

_negotiations. Teachers have participated in large numbers, but most view participation

as r.andatory and did not get involved until the program had been fully established. In
a variety of ways the impact has beeu positive, and over 60 percent of respondents
recommend continuing or expanding the program. However, a number of serious
negative program impacts were cited and half of the respondents consider the program
somewhat or fully unsuccessful in its present form. It seems that expansion or
termination are the viable choices, and the decision must consider the prospects for
including more participation in planning and implementation stages, as well as creating
a meaningful award structure. In consideration of the high percentage who plan to
transfer to other school districts or leave education (together, 40 percent of respondents),
it is understandable and well advised for the school district to continue to explore
incentives for their teachers.

Full report can be founa on page: 80

For further information contact: Mr. William Thompson, Interim Superintendent
North Chicago Community High School
District #123
1717 Seventeenth Street
North Chicago, IL 60064
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Sherrard Community School District #200: Incentive Component of Salary

District Enrollment: approx. 1500
Number of Teachers: approx. 75

School Sites: 3 elementary schools, | secondary school (7-12)

l. What were the main features of this program?

The Incentive Component of Salary provided teachers with a sulary bonus based on
» combination of meeting "minimum expectations” and participation in additional
school or professional improvement activities. The latter activities had to be
approved v the District Evaluation Committee and the Board of Education. The
maximur 1us in 1987-28 was $300.

2. How did .ae program relate to staff or district needs?

Many teachers (almost half) had been in the district for five or fewer years. This
program could provide an inducement for retention as well as improved
performance by recognizing professional competency and rewarding additional
efforts.

3. How much was budgeted for the program, and what were the funding sources?

In 1986-87 the program was funded at $6,800, and in 1987-88 it was increased t0
$11,610. Funding came from regular general revenue sources.

4, “ho was involved in initiating, planning, and implementing the program?

The district superintendent was the primary initiator of the program. Planning was
done by the superintendent, school board, and some individual teachers, and to a
lesser extent, principals. The superintendent, principals, and school board
implemented the program.

5. What were the positive and negative impacts of the program?

The main positive impacts were on salary, classroom effectiveness, and professional
growth opportunities. Most respondents indicated the positive impact on salaries
was “slight”. The main negative impact was on teachers sense of control over their
work.
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In summary:

This program has been initiated, developed, and implemented largely by the
superintendent. The local school board, building principals, individual teachers, and a
teacher committee were involved at different stuges. Needs assessment is largely viewed
as an administrative function. Participation has been very high, but is considered
mandatory. Most participants rate the program as moderately successful, and cite
positive impacts on salaries, job effectiveness, and professional growth. A sizable
minority felt negative impacts in relation to control over work. While close to half
favor reduced ef forts or dropping the program, the assumption by almost all is that the
program will be continued. Following that assumption, and a pattern of including other
parties at different and early stages of program development, there is potential for
addressing the concerns voiced and fostering more ownership of the program among
more of the teachers. In addition, plans to increase funding for the program, if carried
out, could amplify the positive impacts already identified.

Full report can be found on page: 85

For further information contact: Mr. Max E. Redmona, Superintendent of Schools
Sherrard Community School District #200
P.O. Box 399

Matherville, [IL 61263
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% Indiana

At the time of the survey, the Indiana Department of Education was supporting a
collection of 76 pilot programs to develop teacher incentives through rewards,
professional growth opportunities, establishment of new roles, and salary increases
linked to performance. These programs had been initiated during the previous year, and
evaluation of the programs were used to determine the value of continuing funding. In
1987 Indiana also was implementing the "A Plus Program for Excellence in Education”,
an omnibus reform package that included student assessment requirements, outcomes-
based school accr ditation, curriculum reform, reinforcement Prime Time, a program to
reduce class size at the early grades, parent involvement and adult literacy initiatives,
and training for administrators. In chis climate of innovation and accountability, the
pilot programs at the LEAs were responsive to the state government as well as to their
local constituents. All three of the study sites in Indiana were state-supported pilot sites.
They represent dif ferent settings, school sizes, and approaches to teacher incentives.
Their common traits are external (state) funding, a mission to create a model for
dissemination to other districts, and the added energy that comes from being selected as

a "special site".




Eastern Howard School Corporation: Project: TEACHER

District Enrollment: approx. 1,200
Number of Teachers: approx. 64

Scheol Sites: | elementary, | secondary

1. What were the main features of this program?

Project: TEACHER is a five-level career ladder. The levels are Intern, Certified
Teacher, Advancement Option I, Advancement Option II, and Faculty Leader.
Beginning at Advancement Option I, teachers engage in self evaluation and peer
review using video taped lessons. Advancement Option II teachers serve as mentors
for Interns and participate in district-planned professional growth programs.
Faculty Leaders monitor Mentor and/or Instructio~al Leadership and may work on
district curriculum development. Stipends increase with the levels, with a maximum
of $10,000 and a 20-day extended contract for Faculty Leaders.

2. How did the program 1¢late to staff or district needs?

The district has a fairly stable staff, with a high ~ercentage of teachers anticipating
continued employment, and a majority holding masters degrees. The program offers
inducements for professional improvement through staff development attuned to
district needs, and enhanced professional status with the creation of diverse roles
and peer review of the teaching process.

3. How much was budgeted for the program, and what were the funding sources?

The program budget in 1986-87 was $50,000 and in 1987-88 was $70,000. The state
provided full funding as a pilot project through the Indiana Teacier Quality
Program.

4, Who was involved in initiating, planning, and implementing the program?

The district superintendent was the primary initiator of the program. Planning was
mainly done by the superintendent and several individual teachers, with princinals,
the State Education Agency, university faculty, and the local teacher association
assisting with planning. Impiementation vas done mainly by the superintendent and
individual teachers.

What were the positive and negative impacts of the program?

w

Positive impacts occurred mainly in relation to teacher salaries, professional growth
opportunities, collegial relations, job effectiveness, use of time, and teacher control
over their work. There were no significant negative impacts.
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In summary:

Project: TEACHER was initiated by the district superintendent with several teachers
playing key roles in developing and implementing the program. It was {unded as a state
pilot project, part of the Indiana Teacher Quality program. Participation levels were
high, with various groups joining the planning process, and most participants joining in
at early stages. Perceived impacts of the program have been mostly positive, and the
program has received one of the highest ratings for success among our study sites.
Participants recommend continuation or expansion, but fear that the program may be

jeopardized by the expected loss of special state funds.

Full report can be found on page:

For further information contact:

93

Dr. Linden B. Hill, Superintendent of Schools
Eastern Howard School Corporation

220 South Meridian Street

Greentown, IN 46936
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Hobart Township Community Schools: Outcomes-Based Education Incentives/Rewards
System

District Enrollment: approx. 1,880

Number of Teachers: approx. 110

-

School Sites: 3 elementary schools, | secondary school (7-12)

[3
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What were the main features of this program?

Four career levels relating to the implementation of Outcomes-Based Education in
the district were developed for teachers. The four cpiions are Classroom Teacher,
Implementor, Specialist/Instructor, and Teacher-Trainer. At each successive level,
increased stipends and extended contracts are available. The emphasis of the
program is on developing a training and implementation capacity within the
district, using district staff, rather than relying on outside consultants.

How did the program rzlate to staff or district needs?

This staff includes a large majority of teachers with a master’s degree or beyond
who intend to continue their employment in the district. The program offers
opportunities for professional development to improve performance beyond
advanced study in graduate programs, and ci{fers diverse roles and salary
increments to enhance teachers’ prof=ssional status.

How much was budgeted for the program, and what were the funding sources?

In 1986-87 the program budget was $52,643, and in 1987-88 the budget was $61,869.
The program was funded by the state as a pilot project through the Indiana Teacher
Quality Program. However, the district was preparing to assume program costs.
Who w1s involved in initiating, planning, and implemeating the program?

The district superintendent was recognized as the program’s initiator. Planning was
conducted by the superintendent and central office staff, with some invclvement
from individual teachers, the board of education, and building principals. The
superintendent and central of fice staff were the primary program implementors.

What were the positive and negative impacts of the program?

Positive impacts were especially felt in the areas of job effectiveness, professional
growth, relationships with students, and salaries. There were both positive and
negative impacts in relation to teaches control over their work and input into
decision making.




ERIC

Aruitoxt provided by Eic:

In summary:

Outcomes-Based Education Incentives/Rewa-d is a program that created a career ladder
incentive svscem in order to implement a particular school improvement strategy. A
variety of inducements bring teachers into 'he program. While leadership in inception,
development, and implementation has rested mainly with the superintendent and central
office, teachers were brought in to the process through needs assessment and planning
committees. Participation by 2 large proportion of teachers began early on, though there
were mixed signals as to whether participation was mandatory or voluntary. The
program impacts have been positive in several critical areas - job effectiveness,
professional grow’h, and relationships with students. Respondents are split as to positive
or negative impacts on issues of control, use of time, and decision makKing. Despite those
concsrns, the progra n has been rated as at least moderately successful by 79 percent of
respondents, and 81 percent recommend that it be continued or expanded. The use of
the special state funding to build local capacity makes continuation a feasible prospect.

Full repcet can be found on page: 99

For further information contact: Dr. Judy Najib, Assistant Superintendent
for Curriculum and Instruction
Hobart Township Community Schooi Corporation
3334 Michigan Street
Hobart, IN 46342




Metro School District Wayse Township Schools: Providing for Potential

District Enrollment: approx. 12,200

Number of Teachers: approx. 750

School Sites: 10 elementary schools, 3 junior high schools, and 1 high school

I. What were the main features of this program?

"Providing for Potential® was developed to recognize teachers’ accomplishments and
crente opportunities for teacher initiative in developing instructional resources and
studying educational problems. The program has three components: Mini-
sabbaticals, Entreprencurships, and Professional Celebrations. Mini-sabbaticals and
Entrepreneurships award teachers grants and/or leave time based on proposals
submitted to the Teacher Mianagemeat Team. Professional Celebrations embrace a
variety of awards and forms of recognition.

(54

How did the program relate to staff or district needs?

“he district incorporates both urban and suburban areas, and as such is expected to
meet a wide array of needs. This program rewards teachers for extra efforts they

make to meet those needs, and creates venues for teachers to use their initiative in

developing rasources and strategies to address instructional problems.

How much was budgeted for the program, and what were the funding sources?

>3

The program budget in 1986-87 was $90,000, and in 1987-88 was § $40,000. The
initial funding came from the state as part of the Indiana Teacher Quality Project,
but the district has assumed program costs.

4. Who was involvec ¢ initiating, plariung, and implemeniing the program?

The district superintendent and central of fice staff were mainly responsible for
initiating, planning, and implementing the program. Indi-idual teachers, building
principais, and the State Education Agency were also involved in the program
planning stage.

5.  What were the positive and negative impacts of the program?

Positive impacts were reported in the arsas of job effectiveness, collegial
interactions, pr-tessional growth opportunities, and relationships with students.
While only 36 percent of respondents were program leaders or participants, higher
rates of positive impacts indicate that the program had positive spillover impacts on
some non-participants. There were no significant negative impacts.
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In summary:

Providing for Potential has becn envisioned as a way to tap the talents and ambitions of
teachers with the dual result of offering them growth opportunities while crzating
products that can contribute to school improvement. In addition, the program enhances
teacher professionalism by creating celebrations to honor excellence in teaching. While
the program scecmed to be tightly led by the district superinterdent and central office
ctaf f during its inception, planning, development, and implementation, some teachers
were brought on board during the planning phase and created a core group ready to
participate early imr implementation. Their positive experiences and the positive
spillover erfect to non-participants have justified continuation of the program. The
availability of state funds as "venture capital” to test a new idea seems to have paid off

in this case.

Full report can be found on page: 104

For further information contact: Ms. Rita Kohne Brodnax, Administrative
Assistant to the Superintendent
M.S.D. Wayne Township Schools
1220 South High School Road
Indianapolis, IN 46241
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@ Iowa

At the time that this study was initiated there was no statewide initiative aimed at
teacher incentives in Iowa, other than a locn-forgiveness program for math and science
teacher preparatior programs. However, in the interim between the initiation of the
study and the distribution of surveys to three selected sites, the state legislature passed a
major teacher incentives act, part of the Excellence in Education Program. This
program provided $92 millio : for teacher salaries. One portion is earmarked to make
$18,000 the minimum salary for all teachers in the state. Another portion is for local
districts to award salary increases to all teachers, relative to the $18,000 minimum
salary, with the distribution formula to be negotiated localiy by each LEA and its
teacher bargaining unit. Finally, $42 million was earmarked for supplemental or
performance-based teacher salary plans. This portion of the program is known as Phase
III, and has aroused the most discussion. Each district is to design its own program,
within broad state guidelines. Although the SEA hopes to encourage districts to attempt
nerformance-based salary plans, initially most districts opted for supplemental salary
plans while they studied the issue of performance-based pay more closely.

None of the programs selected for this study were related to Phase III funding, as the
selection of the study sites preceded the legislation. However, with Phase III enacted, it

can be expected that teachers responding to the surveys had a heightened sensitivity to
issues of teacher incentives, as these were being discussed and debated around the state.
At the same time, the excitement over Phase III may have diminished the interest in

these three relatively modest programs.




Marshalltown Community Schools: Mentor Teacher Program

District Enrollment: approx. 5,900
Number of Teachers: approx. 400

School Sites: 7 elementary schools, 3 junior high schools, 1 high school

. What were the main features of this program?

The program originated as a mentor approach pairing "mentors” to work with newly
hi-ed or re-assigned teachers. The intent was to improve the teacher induction
process while creating a new role for veteran teachers seeking professional growth.
Since its inception, the program has been re-formulated into a Peer Counseling/ Peer
Coaching Program for teachers to work collegially in providing each other support
for professional growth.

!J

How did the program relate to staff or district needs?

AS 2 number of new teachers were being hired by the district there was concern
over the induction process. At the same time, the district had a high teacher
retention rate, with many "veteran teachers,” and a school improvement study
conducted through the University of Northern lowa pointed to the benefits of
creating new professional options for long-term teachers. The mentor role addresses
both of these concerns.

3. How much was buageted for the program, and what were the funding sources?

In 1986-87 the program budget was $730, and in 1987-88 the budget was $1,000. All
of the funding came from local revenue sources. Under the Phase II1 program in
Iowa, the re-formulated Peer Counseling/Peer Coaching Program may be able to
receive state funding.

4.  Who was involved in initiating, planning, and implementing the program?
Central office staff and the local teacher association were the primary program

initiators. Participants in planning and implementing the program included central
office staff, individual teachers, and the local teacher association.

w

What were the positive and negative impacts of the program?

Positive impacts were mainly in the areas of professional growth and collegial
interactions. There appeared tc be positive spillover impacts on some non-
participants. There were no significant negative impacts.
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In summary:

The Mentor Teacher Program is identified as a collaborative venture of central office
administration, district teacher association, and individual teachers, with other parties
including outside researchers (from a university), SEA, the state legislature, and building
principals contributing to the planning stage. The program itself is considered an
impetus to professional growth, with side effects of enhanced teacher professionalism
and retention. The district does not seem to have an attrition problem, so the focus on
retention might be weaker than in a district with high turnover rates, yet the program
was cited as having a positive impact on decisions to remain in present positions by a
percentage exceeding the number of actual participants. ‘éems clear that though the
program focused or a very small number of participants, its presence was viewed
favorably bv 2:liers and it had positive spillover impacts for many non-participants.
Very few negative impacts were reported. [n that light, the number calling the program
ansuccessful seems a bit high, but may reflect lack of information about the program

among non-participants.

Full report can be found on page: 1t

For further information contact: Dr. Richard Doyle, Assistant Superintendent
Marshalltown Community Schools
317 Columbus Drive
Marshalltown, IA 50158




Sheldon Community Schools: Career Merit Salary Increment

District Enrollment: approx. 1,100
Number of Teachers: approx. 75

School Sites: | primary (K-4) school, | middle school, | high school

I. What were the main features of this program?

This program offers salary increments to teachers at the top salary level in their
salary schedule lane. These increments are based on 2 15 point system. Five points
can be earned based on continued tenure in the district. Up to five can be based on
the teacher’s annual performance review, conducted by the building principal; and
addi-ional points can be earned for approved graduate study, district curriculum
writing, publication in a professional journal, presentation at a national conference,
or recognition from a state or national professional association.

2. How did the program relate to staff or district needs?

A high proportion of the district’s teachers were at or nearing the limits of salary
growth avaiiable on their district salary schedule. This program provides incentives
for continued employment by offering ongoing opportunities for salary growth,
while also encouraging improved performance by rewarding excellent work and
participation in professional development activities.

3. How much was budgeted for the program, and what were the funding sources?
In 1988-88, the program’s first year, the budget was $2,580. The district funded the
program out of general revenues. The district’s Phase III program (see section on
lowa, page 101) will not supplant this program.

4.  Who was involved in initiating, planning, and implementing the program?
The district superintendent and the local teacher associztion were involved in the
initiation, planning, and implementation of the program. Building principals and
§ndividual teachers became somewhat involved in the planning stage and more
involved in the program’s implementation.

What were the positive and negative impacts of the program?

w

There wers positive impacts on professional growth, job effectiveness, and salaries
(with positive spillovers to non-participants in these areas). Negative impacts were
reported in the areas of teachers’ status among pec(s and collegial relationships.
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In summary:

The Career Merit Salary Increment appears to have succeeded in offering some rewards
to participants, with some positive impzacts experienced by non-parti~*  °'s as well
However, there are concerns about negative impacts that could und- .ae the success
and value of the program. The program is identified in origin aiw <+ :lopment, with
both the superintendent and the local teacher association. The “act that just over half
of respondents belong to the teacher association may be useful in understanding sources
of support for and voices against the program. As a district with many teachers who
have put in long-term service, an incentive aimed at continued motivation for improved
performance seems sensible, and the use of monetary reward to overcome the salary
schedvle limitations a potent motivator. Examining the sources of some negative impacts
and looking at teacher versus teacher association ownership could bolster the program
and build upon its strengths.

Full report can be found on page: 117
For further information contact: Mr. Jerry Peterson, Supcrintendent
Sheldon Community Schools
1700 East Fourth Street
Sheldon, IA 51201




South Winneshiek Community Schools: Tuition Reimbursement for Graduate Study

District Enrollment: approx. 700

Number of Teachers: approx 50

School Sites: | elementary school, | secondary school

!\)
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What were the main features of this program?

The program provides for the reimbursement of up to half the tuition fees paid by
teachers for graduate coursework that relates to their major teaching assignment or

area of study.
How did the program relate to staff or district needs?

This district has far fewer teachers who hold advanced degrees than was found in
most of the study sites. Thi program provides teachers an incentive for pursuing
advanced training through accredited graduate programs, thus contributing to
impruved performance (through professional growth) and teacher retention (through
salary advancement based on graduate credits earned).

How much was budgeted for the prograrn,, and what were the funding sources?

In 1986-87, the program budget was $3,000. This doubled in 1987-88 to 36,000, in
part due to a new masters degree program available nearby. The district paid all
costs out of general revenues.

Who was involved in initiating, planning, and implementing the program?

The local school board and local teacher association were the primary initiators of
the program. The district superintendent joined them in planning and implementing

the program. Individual teachers and principals were also somewhat involved in
program implementation.

What were the positive and negative impacts of the program?
The program had positive impacts on professional growth opportunities, job

effectiveness, teacher salaries, and teacher’s decisions to remain in their positions.
No significant negative impacts were reported.
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In summary:

The Tuition Reimbursement Program for Graduate Study uses classroom efficacy and
monetary rewards as inducements for teachers to seek professional growth through
advanced study. The program is flexible in allowing teachers to select their classes and
the college or university they wish to attend, while maintaining accountability by
requiring that the coursework be directly applicable to the teachers work assignment.
This faculty includes fewer than typical (in our set of sites) teachers with advanced
degrees, so this incentive is matched appropriately to a staff need. Districts where a
large share of the staff already have a master’s degree or more may not find this
approach as effective. .he identification of the program with both the school board
and local teacher organization is indicative of mutual ownership by administration and
teachers (note that about 90 percent of the respondents belong to the association), and
that shared sense of ownership no doubt contributed to the high level of participation
and positive feelings about the program.

Full report can be found on page: 12

For further information contact: Mr. Russel Loven, Superintendent
South Winneshiek Community School District
Box 430

Calmar, IA 52132
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9 Michigan

In October 1986 "Seizing the Opportunity: A Time for Commitment” was released by the
State Board of Education. This report was intended to prompt legislative initiatives on
several fronts affecting teacher inceatives, including increased investment in teachers
and teacher education, recruitment of quality teachers in all areas of the state,
enhancing the quality of school leadership, and providing teachers with the appropriate
physical environment and a professional climate in which to work.

Teachers’ salaries in Michigan were among the highest in the nation, but there was

concern about equity in teacher salaries among rural, suburban, and urban districts.

Although the report sparked discussion, it did not lead to any legislation or SEA
initiatives. There was, however, a loan forgiveness program budgeted at $2 million for
retraining teachers in the areas of mathematics. science, computer education, and tor
middle school instruction (H.B. 4380). Newly revised re-certification standards required
teachers to engage in continuing educatior, proiding an incentive for pro(’?ssional
development activities. R_/t
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Dearborn Public Schools: Consulting Teacher Program

District Enrollment: approx. 12,500

Number of Teachers: approx. 840

School Sites: 18 elementary schools, 5 junior high schools, and 3 high schools

+~J

What were the main features of this program?

The Consulting Teacher Program provided an opportunity for teachers to function
as mentors for new hirees to the district. The Consulting Teachers received training
in their roles and were given full-time leave from classroom teaching for a year to
work with the new teachers.

How did the program relate to staff or district needs?

After a long period of staff reduction, Dearborn needed to hire many new teachers.
The Consulting Teacher Program addressed the concern over providing meaningful
support to the new teachers during their induction stage, while creating new
professional role opportunities for a staff composed of many veteran teachers (in
the district over 20 years), a majority of whom were highly trained and held
master’s degrees.

How much was budgeted for the program, and what were the fuading sources?

In 1986-87, the program budget was $395,960. In 1987-88, funding dropped to
$133,956 as there were no newly hired teachers that year. The district uses general
revenue funds to pay for the program.

LRN

Who was involved in initiating, planning, and implementing the program?

The program was initiated by central office personnel and the local teacher
association. They were also most influential in planning the program, though
principals, individual teachers, the district superintendent, and the board of
education were all involved in planning as well. Central office staff and the local
teacher association were the primary implementors of the program.

What were the positive and negative impacts of the program?

There were positive impacts, including spillover impacts on non-participants, in the
areas of job effectiveness, teachers’ control over their work, collegial relations, and
professional growth. Participants felt there were positive impacts on their decision
to remain in their present positions. Few negative impacts were reported.
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In summary:

The Consulting Teacher Program was established to improve performance among entry-
level teachers. Of note, a teacher supply ana demand study was among the needs-
assessment instrumen:s used to inform the new program. The program was mainly the
creation of the local teacher federation and cen:ral office personnel, with building
principals and individual teachers contributing to the planning and implementation
stages. Virtually all teachers were members of the local teucher federation, so it is
likely that identification of the program with the teacher federation was an important
ingredient in its acceptance. Though the number of participants was small, those who
were involved came on board at an early stage in the program. The lack of negative
impacts and apparent positive spillover impacts to non-participaats indicate that the
program has value and potential for staff beyond its service as a vehicle for new teacher
induction. In a district with large numbers of teachers approaching retirement, this
program may be an avenue for improved induction of new hirees while providing

professional growth opportunities to experienced teachers.

Full report can be found on page: 12

For further information contact: Ms. Patricia A. Claramunt, Coordinator of
Staff Development
Dearborn Public Schools
18700 Audette
Dearborn, MI 48124
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Lansing Public Schools: Quality of Work Life Committee - Employee Recognition
Program

District Enrollment: approx 23,500

Number of Teachers: approx. 1,300

School Sites: 33 elementary schools, 4 middle schools, and 3 high schools

[3%]
.

(9]
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What were the main features of this program?

The Quality of Work Life Committee sponsors a variety of employee recognition
awards, including "The Employee of the Month," the "Years of Service Recognition
Program,” the "Meritorious Service Award," the "Outstanding Contribution Award,”
and a district-wide employee retirement reception. [n addition, the Quality of Work
Life Committee sponsors an employee assistance program called RESOLVE.

How did the program relate to staff or district needs?

This is a large urban district with a large administrative structure. The program
aims at using awards and recognition, along with improved workplace conditions, to
encourage retention and acknowledge staff commitment to professionalism, and to
overcome the sense of disunity that can occur in a large organization.

How much was budgeted for the program, and what were the funding sources?

In 1986-87, the budget for the program was $5,000. This increased to $12,000 in
1987-88 due to district costs for the RESOLVE program. All funds come trom local
district general revenues.

Who was involved in initiating, planning, and implementing the program?

Respondents were uncertain who initiated the program, but the local teacher
association, central office staff, and local school board were suggested most often.
Individual teachers, the local teacher association, and central office staff were most
often identified as program planners and implementors.

What were the positive and negative impacts of the program?
Positive impacts occurred on collegial relations, protessional growth, status among

peers, and job effectiveness. Negative impacts were in the area of teacher input
into building and district-level decision making.

2]
4"
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In summary:

The Quality of Worklife Committee sponsors activities to bestow honor and recognition
on district employees, to build pride and self esteem, and to improve employee well-
being through the RESOLVE program. This fits into the category of enhancing status
for teacher professionals, except for the RESOLVE program, which attempts to improve
teacher performance by reducing stress. Increased teacher efficacy and
awards/recc4nition are the two most prominent inducements offered. No one person or
group was identified as the "founder” of the program, though the local teacher
organization, individual teachers, and central office personnel were frequently
recognized for their involvement. An administrative team was most often cited as a
form of needs assessment for this program, but several strategies with a teacher focus
such as a teacher survey, a teacher committee, and input from the local teacher
association, were each mentioned by over half of the respondents.

Participation rates were low, in accord with the nature of the program. The small
number of participants may seem odd given the high number of respondents who
believed that teachers and the teacher organization were involved in initiating, planning,
and implementing the program, as well as in furnishing needs-assessment data. [t may
be that a small and select number of teachers were involved in the genesis of the
programs, and that the programs don’t lend .hemselves to mass participation. What was
striking was that 60 percent did not know if they were even eligible (they are) to
participate, and 50 percent anticipated no involvement in the program at any time.

There appear to be positive spillover impacts in the areas of professional growth,
collegial interaction, and job effectiveness. However, negative impacts were reported in
the areas of building and district decision making. Almost as many respondents cite
negative as positive impacts on salary and benefits. Overall, the program was rated
unsuccessful by 27 percent of respondents, a substantial number. Only 23 percent
consider the program completely or mostly successful, with 50 percent rating it as
moderately successful. Cle.rly the program has demonstrated its value to participants
and to some others, yet there remain many who have not been favorably impressed.
With many teachers lacking clear informatitn on the program (e.g., not knowing if they
were eligible), 1. is likely that some negative assessments were based on incomplete or
incorrect ideas about the program. For some respondents, equity issues were a factor in
regard to negative impacts on decision making: whenever some individuals are selected

for specia. recognition, others are passed over. Also, the program did not have an
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advocate easily identified by respondents. Although teachers and their association
plaved a role in developing the program, their identification with the program may not
be strong or universal enough without a recognized advocate for the program creating

"true believers" among the ranks.

Full report can be found on page: 133

For further information contact: Mr. Rudolph Johnson, Coordinator of
Staff Development
Lansing Public Schools
519 West Kalamazoo Street
Lansing, MI 48933
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Olivet Community Schools: {nstructional Theory Into Practice (ITIP)/Scripting

District Enrollment: approx. 1,140

Number of Teachers: approx. 65

School Sites: 1 elementary school, | middle school, and | high school

(93]

W

What were ine main features of this program?

This district staff development program is based on Instructional Theory Into
Practice (ITIP), using Scripting as a strategy to assure implementation and
evaluation of the program. The program was purchased from the intermediate
service agency serving Olivet and presented at the school site. A three-year cycle
was established so that all teachers would have the opportunity to participate, and
almost all have. The process worked so well that the district inteads to use it for
further staff development programs.

How did the program relate to staff or district needs?

This staff included a high number -- 25 percent -- of teachers who had been with
the district five or fewer years, and a large number who had not done a significant
amount of graduate study. This program provided uniform staff deveicpment
related to district-wide school improvement strategies, which in turn could foster
collegiality and norms of professional growth leading to teacher retention and
improved performance.

How much was budgeted for the program, and what were the funding sources?

In 1986-87 the budget for the program was $5,866. This increased to $8,900 in 1987-
88, as the next cycle of teachers joined the program. The district used Chapter II
funds to help support the program.

Who was involved in initiating, planning, and implementing the program?

The program was initiated by the district superintendent and building principals.
The superintendent and principals were most influential in planning the program,
with the internediate service agency and individual teachers also involved.
Implementation was primarily done by the superintendent and principals, with some
local school board invelvement.

What were the positive and negative impacts of the program?

Pc.itive impacts were mainly in the areas of job effectiveness, professional growth

opportunities, relationships with students, ef fective use of time, and collegial
relations. There were no significant negative impacts.

- 46 -
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In summary:

The ITIP/Scripting program at Olivet is an example of a staff development program
serving as an incentive for improved performance by increasing teachers sense of
efficacy and career status. The staff development program itself is part of the
incentive. The delivery program of bringing the training to the district and ¢reating on-
going support through the Scripting process, is equally significant. The staff identify
the superintendent most clearly as the leader in all stages of the program’s evolution,
followed by building principals. The intermediate service agency, individual teachers,
and the local school board also played roles. It is unusual among our study sites to sce
as small a role attributed to the local teacher association, especially as virtually all
teachers belong to the association in Olivet. The positive impacts are certainly of value
to the district, and the 30 percent who claim the program had a positive impact on their
decision to remain in their jobs should be a benefit to the district, especially as the
district has a higher than usual staff turnover rate. With a faculty that tends to be
voung and less experienced than in many districts, the creation of incentives for
professional growth and collegial interaction can certainly be an effective long-term
investment. Teacher efficacy and professional collegiality may both be forces that can
reduce teacher attrition while fosiwciing improved performance.

Full report can be found on page: 141
For further information contact: Mr. Thomas Pridgeon, Supcrintendent
Olivet Community Schools

255 First Street
Olivet, M1 49076
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ﬁ Minnesota

In Minnesota there had not been any legislation focusing on teacher incentives issues.
Teacher salaries tended to be above the national average, and the prevalent fecling was
for salaries to be locally determined. Overall, Minnesota had not experienzed teacher
shortages, even in the more isolated areas of the state. Shortages of teachers in remote
regions in particular subject specializations, such as science or foreign langucges, were

addressed by encouraging .istricts to share personnel.

Educational technology has been an important issue in Minnesota, and in 1986-87 the
legislature did appropriate $2.3 million to establish demonstration sites for teacher
training, curriculum development, and the use of technology in education. In addition,
the state provided grants to support teacher centers on a pilot project basis. Another
pilot program, the Minnesota School Based Teacher Education Program. provided
funding for colleges of education to develop school-district-based teacher preparation
programs in collaboraticn wich LEAs. One of these, the Minnetonka Mentor Teacher

Program, is included in our collection of study sites.

In 1987, Minnesota was one of two states in the nation with a separate State Board of
Teaching governing entry into the profession and maintenance of credentials. This
autonomous board has nine members, seven of whom are teachers. The board has
provided some guidance to local districts using their own funds to attempt various
approaches to teacher incentives. Technical assistance to districts is also available

through the regional service centers (Educational Cooperative Service Units, or ECSUs).

Local districts may, at their discretion, target a portion of state toundation aid for

recognition of exemplary teachers.
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Gaylord Community Schools 1.S.D. #732: Peer Evaluation
District Enrollment: approx. 605
Number of Teachers: approx. 40

School Sites: | attendance center (-K to 12)

I. What were the main features of this program?

The Peer Evaluation option for teachers at Gaylord allows teachers to be observed
by a peer rather than by their principal for the purpose of summative evaluation.
Teachers may use release time to observe their colleagues for the purpose of peer
evaluation. Following observations, the two teachers hold a post-observation
conference, with the principal in attendance as well.

2. How did the program relate to staff or district needs?

the same field of work as the person being evaluated. [t is impossible for a
building principal to be an "expert” in cach content area. Peer evaluation can
mesiivate teachers to improve performance and enhance the status of teachers as
professionals by enlarging their responsibilities and control over conditions of their
work.

3. How much was budgeted for the program, and what were the funding sources?

The program did not have a budget for 1986-87 or 1987-88. Any indirect costs of
operating the program were absorbed by general revenues.

4. ‘Who was involved in initiating, planning, and implementing the program?

The principal was viewed as the key person in initiating, planning, and
implementing the program, with the district superintendent playing a supp~-ting
role. Individual teachers, the local teacher association, *he local board of education,
and the state education agency all contiibuted somewhat to planning the program.

5.  What were the positive and negative impacts of the program?
There were reports of modest positive impacts on job effectiveness and status among

peers, with some spillover impact on non-participants. Virtually no negative impacts
were reported.

' Evaluation is made a more meaningful if conducted by someone with expertise in

i
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In summary: =)

Peer Evaluation appears to have been initiated by the high school princiPal, with
support from the superintendent, and largely planned and implemented b'“y the principal
with some involvement irom the superintendent, individual teachers, the school board,
and the local teacher association -- the latter two, no doubt, involved in terms of
including the Peer Evaluation option in their negotiated agreement. Teachers se¢ the
program as a way to induce improved performance, and see¢ increased teacher efficacy as
the primary motivating force for participation, though for some, improvement otj
workplace conditions and enhanced teacher status might be incentive forces. Needs
assessment was mainly an administrative function. Participation in the program was
low, with a large number of respondents unclear on their eligibil ty status. Some reasons
for this low participation came out during interviews with participants -- the difficulty
in arranging time out of the classroom to observe other teachers, the lack of a pdol of
peers to draw from due to the small faculty (e.g., if there is only one music tm’éffe\r:
there is no one to serve as that person’s peer evaluator), and a general feeliﬁ'g"fﬁ\g?rhe
process was still an administrative one, even if conducted by a teacher. The results
show, however, that for those who did participate the experience was 2 positive one,
particularly in terms of job effectiveness. Most teachers would like the program to
continue. Clearly for the program to increase its value to teachers, the problems of
small faculty size and time constraints need to be addressed.

Full report can be found on page: 149
For further information contact: Dr. John E. Fredericksea, Superintendent

Gaylord Independent School District =732
500 Court Avenue
Gaylord, MN 355334
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Minnetonka Public Schools: Mentor Teacher Program

District Enrollment: approx. 5,550
Number of Teachers: approx. 350

School Sites: 6 elementary schools, | junior high school, and 1 high school

I.  What were the main features of this program?

Mentors are matched with beginning teachers (proteges) to provide support and
assistance for new teachers going through the induction stage of their careers as
teachers. Mentors are selected by the protoges after they have had a chance to find
a mentor teacher they are "comfortable” with. Mentors receivs training and are
given a stipend for their additional responsibilities, and both mentors and protoges
have -elecse time to pursue appropriate acti:ities together.

[39)

How did the program relate to staff or district needs?

The district had a large pool of new teachers entering a staff with many teachers
with 20 or more years of experience. The mentor role provides veteran teachers
with an opportunity to expand the range of their skills and responsibilities, while
lending assistance to novice teachers that will increase their comfort and success in
the classroom, thus contribution to retention and improved performance.

How much was budgeted for the program, and what were the funding sources?

In 1986-87 the Mentor Teacher Program was fuuded through a state grant as part of
the School-Based Teacher Education Prcjram. After a year of documented success,
the school district assumed the program costs using loral general revenues in 1987-
88. The budget was $13,000 for that year.

4. Who was involved in initiating, planning, and implementing the program?

The superintendent, central offic~ \ff, University of Minnesota taculty, and
individual teachers all were ide......cd as program initiators. Central office staff,
building principals, and individual teachers were most involved in planning the
program, with the university faculty, school board, and ¢ iperintendent playing
supporting roles. Individual teachers were considered r Jst important in program
implementation, followed by central office staff and principals.

}.II

What were the positive and negative impacts of the program?

There were positive impacts with spillover impact on non-participants in the areas
of collegial interaction, professional growth opportunities, job effectiveness, and
overall job satisfaction. Virtually no negative impacts were reported.
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In summary:

The Teacher Mentor Program was estiblished to foster professional growth while
meeting future needs for induction of new personnei. The program was initiated as a
joint venture with a university and ECSU, and was not strongly associated with a single
person or group. In the pianning stage individual teachers became an important force,
and in implementation they becamc most important, with support from central offica
staff and principals following. The involvement of the university staff is perceived to
have tapered off. Participation in the Teacher Mentor “rogram was limited by its
aawure, but positive impacts seemed to accrue for participants in most areas, with
positive spillover impacts to non-participants in collegial interaction, professional growth
opportunities, job effectiveness, and job satisfaction. The overall rating was uniformly
positive, with virtual unanimity that the program should be either continued or
expanded. Participants seem to feel a sense of program ownership, and non-participants
can appreciate the contribution the program has made towards improving the level of

collegial interaztica ~nd professional growth.

Full report can be found on page: 1533

For further information contact: Mr. Dale Rusch, Director of Curriculum
Minnetonka Public Schools
261 School Avenue
Excelsior, MN 33331
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Winona Public Schools 1.S.D. #861: School BaseC Management

District Enrollment: approx. 4,450
Nuniber of Teachers: approx. 270

School Sites: 8 elementary schools, 1 junior high school, and 1 high school

1. What were the main features of this program?

The purpose of this program was to redistribute decision making from a totaily
centralized approach, with a'l decisions in the hands of the superintendent, to a
participatory model, with decisions made at the building or district level, as deemed
appropriate. Teachers participate through Schoo! Improvement Councils and District
Improvement Councils. Initially, council participants received stipends for their
time, though the stipends have since been withdrawn due to lack of funds.

SQ

How did the program relate to staff or distric. needs?

A large number of teachers at Winona had at least a master’s degree and over half
had béen in the district over 20 years. Teachers with this much training and
experience naturally consider themselves qualified to make many of the decisions
affecting the conduct of their daily work. Autocratic decision making that denies
teachers any input can be a source of discouragement to such teachers, and this
program can enhance the status of teachers as professionals and also motivate
improved performance by acknowledging and making use of the wisdom teachers
have accumulated.

How much was budgeted for the program, and what were the funding sources?

L

In both 1986-87 and 1987-88 the program budget was $64,000. The funds came from
both state and locally generated general revenues.

4. Who was involved in initiating, planning, and implementing the program?
A superiniwendent new to the district was the initiator of this program. The

superiniendent along with principals, central office staff, individual teachers. and
the school board were all involved in program planning and implementation.

w

What were the positive and negative impacts of the program?

The program had positive impacts in the areas of job effectiveness, collegial
relations, teachers’ control over their work, professional growth, and input into
building-level decisions. The impact on input into district-level decisions was not as
evident. Negative impacts were reported b, a small (less than 10 percent) number
of respondents.
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In summary:

Winona embarked on a program to radically alter the decision-making process in their
district, a major aspect in the culture of any school district. Changes of this kind take
time. Staff perceive the purpose of this program is to combine enhanced status for
teachers with improved performance, and they are aware of diverse incentive forces that
drive the program. Ia its first few years, the program has been perceived as the

of fspring of the superintendent with only secondary involvement from other parties in
planning and implementation. Program participation has been high, though some
confusion about whether to call School-Based Management mandatory or voluntary may
reflect an uncertainty as to how far-reaching the scope of the program is or will become.
There were positive impacts in many areas, most notably in input into building-level
decision making. However there was less positive impact reported on district-level
decision making, which may be some indication of differences between the building
level SICs and the District Improvement Council. [t may be that changes in school
culture of this magnitude can be implemented more quickly at the building-level than ow

a district-wide basis.

A consistent number of respondents reported negative impacts -- usually between 6 and
10 percent of respondents- for most impact items. Interviews and survey comments
revealed a certain number of entrenched opponents in the district who could be expected
to dismiss the program. By most accou-its, these individuals tended to be in one
building. Pockets of resistance are not unusual in this kind of organizational change.
There were some reservations expressed as to whether or not the SICs really had any
authority or were merely advisory groups. [t is understandable in a situation where
decision-making structures are being redesigned to have some confusion and confhct
over the scope of the new roles. While these concerns must be addressed, they do not
need to diminish the potential value of the program. Continued attention to levels of
concern and involvement and ongoing negotiations among the parties involved are
necessary elements 1n maintaining the change process. Site-based management can be
best implemented as an element of the organizational environment, rather than as a

discrete program.

Full report can be found on page: 159
For further information contact: Dr. Charles Sambs, Interim Superintendent

Winona Independent School District #861
166 West Broadway
Winona, MN 3535987
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w Ohio

In December of 1986 the State Board of Education made legislative recommendations to
increase the minimum teacher salary in Ohio and expand subsidies for local inservice
activities and district planning practices. The initiative called for raising the minimum
teacher salary to $16,000 in FY88 and to $19,000 in FY89 in order to address teacher
shortages felt and anticipated at that time. The Ohio Teacher Education and
Certification Advisory Commission recommended to the State Board of Education that
subsidies be targeted to certain geographic areas of the state and subject areas where
there were teacher shortages. The gecgraphic regions were the major metropolitan
centers and 28 Appalachian counties in southeastern Ohio. The subject areas were

mathematics, foreign languages, and physical science.

Ohio also implemented new teacher certification requirements with three levels:
Provisional, Professional, and Permanent. An entry-year iaternship program was
initiated to support the induction process for beginning teachers. Local districts were t0
implement such internship programs, but with ao additional funding for this program/
many districts found it difficult to fully implement the initiative.

The teacher voice in decision making at the state level is evidenced in The Teacher
Advisory Committee to the State Superintendent. This committee has provided input
into many activities of the Department and has co-sponsored, with the Department, a
statewide Teacher Forum. The Department has also initiated a statewide newsletter
devoted to sharing successes, concerns, and opportunities for the state’s teachers.
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Huber Heights City Schools: Intervention

District Enrollment: approx. 7,800
Number of Teachers: approx. 420

School Sites: 6 elementary schools, | middle school, I junior high school, and | high
school

I. What were the main features of this program?

Intervention is a program that serves as an incentive for teachers by providing
support services to students with serious personal problems. The initial focus of
Intervention was on students with problems related to drug or alcohol abuse. A host
of programs were established, with workshops held for district staff to increase
their understanding of the problems these students face and how to use the
programs to the studenrs’ benelit. More recently programs have been established
dealing with other problem areas such as parental divorce, teenage suicide, anorexia,
sexual abuse, and low self-esteem. Also, an Employee Assistance Program was
initiated to directly help staff members cope with personnel problems.

2. How did the program relate to staff or district needs?

Teachers in the district are, as a group, well educated with many years of
experience. They are professionals who aim to do quality work, but were
disheartened by the number of students who were unable to learn succ ssfully due
to preoccupations with personal problems. By establishing support at tuc district
level for working with these students, teachers are able to realize improved
performance in their own tasks and reduce the amount of burnout and frustration
in their work.

How much was budgeted for the program, and what were the funding sources?

(V3]

The program was funded in 1986-87 at $80,000 and in 1987-88 at $84,600. [nitially.
30 percent of the funds came from a state pilot grant, and the remainder came {rom
local general revenues.

4. Who was involved in initiating, planning, and imolementing the program?
Central office staff, the local school board, the district superintendent, and the state
education agency were all viewed as initiators of the program. The central office
staff were viewed as the primary program planners and implementors, with
individual teachers, principals, and the superintendent also involved.

5.  What were the positive and negative impacts of the program?

Positive impacts were most common in relationships with students, job ef fectiveness,
and professional growth. There were very few reports of any negative impacts.
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t In summary:

Intervention was initiated as a service to students and indirectly to teachers. No one
party is identified as the originator of the program, though centrat office staff was
named most often as playing a role in the initiation, planning, and implementation
stages. The superintendent, school board, SEA, individual teachers, and building
principals were all seen as contributing to program development and implementation at

different times, indicating that a broad constituency identifies with the program.

l While fewer than half the respondents participated in the program (and it is likely that
participants are over-represented among respondents) it appears that for some teachers

. the program functions as an incentive by offering improved relationships with students,
professional growth, and job effectiveness. Most view the program as intended to

' improve teacher performance, though some recognize the goal of teacher retention that
was, in fact, highlighted in the district’s rationale for the program. The sense of
improved teacher performance may be somewhat ditferent here; where often

l "improvemer.t” efforts take the form of staff develcpment, the Huber Heights staff is
highly educated, with over two-thirds holding a master’s degree or higher. Among such

' a staff, the sense of improving performance may take the form of providing support to
deal with troubled students so that teachers can maximize their own potential ¢s expert
providers of classroom instruction. The two motivators most respondents identified the

l program with, increased teacher efficacy and improved workplace conditions, follow
from this intent of the program, to help teachers perform better by providing increased

l support services to students. The large majority recommend continuing or expanding the
program, an indication that in meeting student needs the program is meeting teacher

. needs as well.

Full report can be found on page: 167

For further information contact: Ms. Helen M. McNamara, Intervention
Coordinator
Huber Heights City Schools
5954 Longford Road
Huber Heights, OH 45424
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North Olmsted City Schools: Motivation to Excel

District Enrollment: approx. 4,700

Number of Teachers: approx. 250

School Sites: S elementary schools, | middle school, and | high school

(98]

What were the main features of this program?

This program was designed to bolster staff and student morale zad pride in the
school and to nurture community support for the local school district. The four
major components of the program are: 1) staff development, support, and
recognition; 2) parent awareness and support; 3) community and business support
for recognition and challenges for teachers and students; and 4) teacher mini-grant
program for teachers to pursue their own ideas about strategies for improved
instruction and motivation. Various evaluations of the program have attested its
success thus far.

How did the program relate to staff or district needs?

The program was instigated to counteract negativism growing out of declining
enrollments and teacher lay-offs, successive levy defeats, and a teacher strike.
Improving the attitude of teachers, students, parents, and the community toward the
schools has motivated teachers to improve performance and created an enhanced
status for teachers as professionals within the district.

¢
How much was budgeted for the program, and what were the funding sources?

In 1986-87 the program budget was $42,000, and in 1987-88 it was $38,000. Five
percent of the initial funding came from a foundation grant. The remainder came
from a combination of state and local general revenues.

Who was involved in initiating, planning, and implementing the program?

Central office staff was strongly identified with Motivation to Excel at its
initiation and during the planning and implementation stages. Principals,
individual teachers, and the superintendent contributed to planning the program,
Individual teachers and principais were also involved in program implementation.

What were the positive and negative impacts of the program?

The most pervasive positive impacts were in the areas of professional growth, job
ef fectiveness, collegial relations, and relationships with students. About half the
respondents felt the program had a positive impact on their involvement in
building-leve! decisions. The only noticeable negative impact was on efficient use
of time, reported by nine percent of respondents.
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In summary:

Motivation to Excel was a pro-active response on the part of a school aistrict, led by
central office personnel committed to improving staff and pupil morale and the
professional work culture. It was viewed as an effort to improve staff performance and
cnha.ncc the status of educators through a variety of incentives: awards and recognition,
increased efficacy, improvement of working conditions, enhanced teacher status, and
enlargement of professional responsibilities. With central office staff leadership,
building principals, and individual teachers were brought into the planning and
implementation processes. A teacher survey was almost as widely recognized as the
administrative team’s input on needs assessment. Program participation has been high,
and to some degree all staff are considered participants in the praigram.

relationships with students, and job effectiveness. Decision making has been improved
at the building level for about half the respondents, but was not affected in positive
ways for most teachers at the district level. Only the itzm "use of time” had a
considerable number ‘nine percent) reporting negative impacts. Activities that are part
of Motivation to Excel are often time consuming. The overall rating for the program
indicates that most staff feel the Motivation to Excel program is successful and would
like it to be expanded or at least continued. Improved professional growth
opportunities, a sense of greater efficacy, and improved relationships with colleagues
and students are all incentives that can be expected to increase the value of teaching
positions at North Olmsted.

Motivation to Excal was awarded the 1989 Ohio Department of Education’s
Distinguished Award for Excellence in Staff Development.

Full report can be found on page: 173

* .
l Impacts have been particularly favorable in professional growth, collegial interactions,

For further information contact: Dr. Naacy Truelson, Project Coordinator
North Olmsted City Schools
27253 Butternut Ridge Road
North Otmsted, OH 44070
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Rittman Exempted Village Schools: Superior Instruction Awards Program

District Enrollment: approx. 1,350
Number of Teach~rs: approx. 85

School Sites: 2 ele. *ntary schools, | middle school, and | high school

What were the main features of this program?

The Superior Instruction Awards Program allowed teachers to use performance
evaluations as the basis for up to eight points of 15 needed to receive a salary
increment. Upon the teacher’s request, the principal determined a point value (up
to 8) for the two most recent evaluations conducted. Other points could be earned
through participation in various professional growth activities. If half the points
were earned on the basis of evaluations, a teacher could qualify for an annual
salary increase. If fewer than seven of the points were based on evaluations, a
teacher would have to wait three years between salary increases. The bonus was
computed as 3.4 percent of the salary base. After one year of operatica, the
program was frozen due to lack of funds.

How did the program relate to staff or district needs?

The district appears to have a high teacher turnover rate, with more than 40 percent
expecting to leave the district or retire within five years. Opportunities to obtain
increased salaries may have been an approach to promote teacher retention. At the
same time, the emphasis on performance evaluation and professional development
activities as the basis for salary increases was aiso an inducement for improved
performance.

How much was budgeted for the program, and what were the funding sources?

In 1986-87, the program budget was $3,618. This incre.sed to $3,832 as teachers
awarded the salary inc-ement the prior year continued to receive them, but no new
salary increments were awarded. The program was paid for with local general
revenues.

Who was involved in initiating, planning, and implementing the program?

The distrist superintendent was considered most important in initiating, planning,
and implementing the program. Building principals, the local school board, and
individual teachers were also involved in plaaning. A small number of respondents
believed the local teacher association had helped to plan the program. Principals,
the school board, central office staff, and individual teachers participated in
implementing the program.

What weres the positive and negative impacts of the program?
Positive impacts were realized in professional growth opportunities, job

9ffectiveness. and salaries. For nine percent of respondents, there was a negative
impact on salaries.
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Ti summary:

The Superior Instruction Award (a component of the Professionai Growth Increme: ¢
Program) was seen as 3 means to improve teacher performance and enhance the
professional status of teachers. A small number also identified teacher recruitment and
retention as purposes of the program. In fact, the district appears to have a high rate of
att-ition, so that such purposes may have been intended. Monetary rewards and
increased teacher efficacy were the most often recognized motivators for the program.

This program was seen as the superintendent’s agenda from initiation, through planning
and implementation. At the planning and implementatior. stages, other parties were
involved, but teachers were mentioned less often than the local school board or
principals at both stages. However, some teacher input was included in needs
assessment, and participation rates in the program were high. Positive impacts were
most frequently felt in the areas of professional growth and job effectiveness. It was
noted that the positive impact on salaries was less pronounced.

There did not seem to be a disproportionate ratio of negative impacts on stat'f
interactions, which is often a pittall of merit salary programs. In interviews, comments
were made indicating that teachers who had barely missed qualifying for the merit
incremen had some resentment about the fact that due to the freeze on the program
they were denied a second year to accrue the additional points, while those who had
been awarded increases d\%ring the program’s operational years continued to recesive
them. They all stressed that they did not fault the individual teachers, but the design of
the program that permitted such a situation to occur. Some suggested that policies be
modified to rectify the situation. This grievance may account tfor some of those who

rated the program as mostly unsuccessful.

It should be noted too that the local teacher association was not vicwed as having p.aved
an important role in developing the program. In cases where the teacher association is
involved and the program becomes part of contract language, there seems to be a
stronger commitment (indeed, there may be a contractually binding commitment) to
maintain incentive programs and not view them as add-on: that can be easily dropped.
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The greatest number of respondents would like the program to have been expanded, to
offer greater increments 4:id/or more ways to earn them. Many others merely wanted
the program to be continued. It was natural for the program to have had some "growing
pains" in the first year, but overall it appears that the program was heading toward
success. It was very unfortunate, then, thut it was necessary to freeze the program.
Comments made or surveys dnd during interviews revealed that many respondents who
had bought into the program would be more reluctant aext time t0 support such an

innovation, for fear of having it swept out from under them again.

}
o

Full report can be found on page: 179

For further information contact: Mr. Bill L. Spargur, Superintendent
Rittman Exempted Village Schools
220 North First Street
Rittman, OH 44270

- 62 - NS

ERIC

Aruitoxt provided by Eic:




Aruitoxt provided by Eic:

\r~
Wisconsin

In 1985 the Wisconsin Department of Public Instruction began to provide eight districts
with support to pilot innovative teacher incentive programs, selected on the basis of
competitive proposals. The Request for Proposals had specified that programs selected
would nave to fit into one of the following categories: 1) incentives and innovations for
training new teachers and for staff development; 2) incentives for retaining teachers in
their nrofession through the developmant of career ladder structures; 3) incentives for
retaining teachers through monetary and non-monetary rewards; or 4) a combination
linking the above three. In the first year the state allocated $1,070,000 for the eight
programs. Funding was continued at slightly lower levels for a second year. However,
in the third year (the year surveys were distributed for this study), the state funding
had dropped considerably. The expectation was that the initial state support would
allow for the development of model incentive programs, and that other districts might
adopt one of these models at their own expense. A very small budget was availabie for
dissemination of the models. Two of the study sites included in this report (Platteville
and W:{unakcc) were among the eight state pilot programs.

In addition, Wisconsin requires that all school districts have a planned and continuous
in-service program for staff that meet Department of Public Instruction criteria. This
state requirement could resulr in programs that may be incentives for improved
performance and enhanced professional status.

On other fronts, Wisconsin has attempted to implement initiatives to increase the
participation of minorities in the education professions. The state has encouraged the
revitalization of local Future Teacher Clubs at the high school level. Finally, Wisconsin
has a Teacher-of-the-Year Program that awards grants of $1,000 each to four teachers
annually.

b7
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Green Bay Area Public School District: Educational Improvement Program (EDIMPRO)

District Enrollment; approx. 17,000

Number of Teachers: approx. 1,125

School Sites: 23 elementary schools, 4 junior high schools, and 4 high schools

tJ
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What were the main features of this program?

EDIMPRO is a staff development program that enables teachers to fulfill
contractual inservice obligations though a variety of classes and programs, mostly
offered on site. Teachers may initiate courses they wish to teach and earn inservice
credit or a stipend for doing so. A written needs assessmeat cach spring gathers
teacher input on what program EDIMPRO should offer during the next school year.
A full time staff position is devoted to coordinating EDIMPRO, and the program is
governed vy a policy board made up of five teachers and four administraters.

How did the program relate to staff or district needs?

The staff at Green Bay includes fewer teachers with advanced degree credits than
most of the districts. EDIMPRO offers an alternative path to continuing
professional development, motivating teachers toward improved performance. The
emphasis on teacher input and oversight over the program can also be an incentive
toward enhancing the status of teachers as professionals.

How much was Sudgeted for the program, and what were the funding sources?

EDIMPRO was funded at $98,094 in 1986-87 and at $97,414 in 1987-83. The
program is paid for with regular district general revenues.

Who was involved in initiating, planning, and implementing the program?

The local teacher association was most often identified as the program initiator.
Planning was done by individual teachers, the local teacher association. central
office personnel, the district superintendent, and the local school board. Individual
teachers, central office staff, and the local teacher association were primarily
responsible for implementing the program.

What were the positive and negative impacts of the program?

There were positive impacts in relation to job effectiveness, collegial relations.
relationships with students, and opportunities [or professional growth. There was
little impact reported on salaries, and very few negative impacts of any kind were
reported.
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In summary:

The dat: indicate a high level of support for the EDIMPRO program. It is interesting to
note the wide range of partners involved from the very beginning, und the significant
role attributed to individual teachers and the local teacher association at every stage.
Concerns were expressed by some respondents that the pregram had become too "free
wheeling" as far as the array of activities that were accepted for credit, and there was 2
sense that this would be tightened somewhat. It will be interesting to see how that
change affects the level of satisfaction with the program.

~
It is noteworthy that although there is a built-in monetary penalty for not participating,
few respondents feft that monetary rewurds were an important motive, and few
indicated that they felt any impact in terms of salary. The more critical areas affected
by the program were professional growth, collegial interaction, relations with students,
and job effectiveness. Ali four have been documented in the literature on incentives as
important sources of teacher satisfaction. It also can be noted that the Green Bay
faculty holds proportionally fewer advanced degrees and graduate credits than most of
the 21 districts. The EDIMPRO approach may be an effectivs way to provide an
alternative to graduate study that meets teachers’ continuing e¢ducation needs.

(S G TN B G TS &3 i s

Full report can be found on page: 187

For further information contact: Mr. Scott Amo, Supervisor of Staftf
Development
Green Bay Area Public School District
200 South Broadway
Green Bay, WI 54303
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Platteville Public Schools: The Platteville Plan for Instructional Improvement

District Enrollment: approx. 1,850
Number of Teachers: approx. 145

School Sites: 3 eclementary schools, | middle school, and | high school

l. What were the main features of this program?

The Platteville Plan for Instructional Improvement (PPII) was supported initially
by a state grant from the Wisconsin Teacher Incentives Pilot Project. The program
built on plans already in progress to foster professional growth and school
improvement in the district. The four program components are curriculum
development, staff development, performance assessment, ~ad a system of incentives
including but not limited to monetary rewards. Incentives including salary stipends
and release time were provided to encourage teachers to assume new roles in order
to implement the first three program components named above.

2. How did rhe program relate to staff or district needs?

Platteville appears to have a high turnover rate and a large number of relatively
inexperienced teachers. Increased mastery of teaching duties can be 2 motivating
force toward retention and improved performance. Through carefully developed
performance assessment, staff development, and involvement in curriculum
development, teachers’ efficacy and, thezefore, satisfaction is expected to increasc.

3. How much was budgeted for the program, and what were the funding sources?

In 1986-87, the program budget was $110,000 and in 1987-88 it was $120,000. The
state grant provided 45 percent of the project funding. However, the state grant
period has ended, and the district must now assume all costs in order to continue
the progran.

4. Who was involved ip initiating, planning, and implementing the program?

Central office staff were identified as the key figure in program initiation.
planning and implementation. At the planning stage, the superintendent, principals,
individual teachers, local school board, and state education agency were also
involved. The superintendent, principals, and individual teachers worked with
central office staff to implement the program.

5.  What were the positive and negative impacts of the program?
Positive impacts were pervasive in relation to professional growth opportunities, job
effectiveness, collegial relations, and relationships with students. About half the

respondents felt a slightly positive impac: on their salaries. The only noteworthy
negative impact was on use of time.
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In summary:

The Platteville Program for Instructional Improvement took advantage of the state
funding to implement in a short time frame a wide range of incentives for teacher role
diversification and professional growth. The project seemed to be initiated and
developed mainly by central office staff, with other parties brought on board so that the
superintendent, principals, school board, and teachers were all represented. It can be
noted that individual teachers, rather than the teacher association, were involved at each

stage.

The project impacts were especially positive in the same four ar=as seen in Green Bay’s
EDIMPRO program: job effectiveness, prufessional growth, interaction with colleagues,
and relationships with students, though more respondents reported positive monetary
impacts than in the Green Bay program. The only negative concern sezmed (0 be the use
of time, and one can easily imagine how this host of activities took a toll on staff time.
Overall, the respondents. almost all of them participants, rated the program as a success.
The focus on professioral development no doubt serves a critical fu. ction. In light of
the high turnover rate, and the positive impact on respondents decisions to remain in
their positions, this program may be able to address the secondary purpose of teacher
retention as well. With the loss of state funds, the program will inevitably be reduced in
scale. This program was designed in component parts which should facilitote the process
of narrowing down the scope. All interview subjects were certain the district would be
able to maintain some components of the program, but there was some concern about
keeping the best, not simply the least expensive, parts. Hopefully, the state support
allowed the district to attempt a wide range of activities so that the best of those

practices could be continued and further developead.

Full report can be found on page: 193
For further information contact: Mr. Dean Isaacson, Director of Instruction

Platteville Public Schools
780 North Second Street
Platteville, WI 53818




Waunakee Community School District: Waunakee Teacher Incentive Pilot Program:

District Enrollment: approx. 1,625

Number of Teachers: approx. 120

»

School Sites: 1 elementary school, |1 middle school, and | high school
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What were the main feavares of this program?

The program was initially funded by the state through the Wisconsin Teacher
Incentives Pilot Project. It features a career ladder with advancement based on
years in service and performance reviews. The four stages in the ladder are
Provisional Teacher, Professional Teacher, Teacher Specialist, and Master Teacher.
The Teacher Specialist and Master Teacher are parallel options, with the Teacher
Specialist assuming additional responsibilities in exchange for release time and a
salary increment, while the Master Teacher remains primarily a classroom teacher
and receives a salary increment for continue. excellence in performance. The
program also established a biannual evaluaf year/staff development year cycle,
and provides salary increments based on p cipation in professional growth
activities as well as evaluations, forsaking the traditional salary schedule.

How did the program relate to staff or district needs?

Waunakee had a fairly stabilized staff, with 2 mixture in terms of levels of
education and tenure. The diverse career stages and interests among the staff lent
themselves 1o these diverse roles. Some community criticism of district teachers
prompted the creation of a program to the competence and dedication of the great
majority of teachers and reward them accordingly, while weeding out any
unsatisfactory teachers that did turn up. A high level of trust between the
superintendent and the local teacher association made the moment ripe for
establishing such a program.

How much was budgeted for the program, and what were the funding sources?

In 1986-87, the budget for the program $100,092, and $177,686 in 1987-88. Though
the initial funding came from the state, the negotiated teachers’ contract requires
the district to maintain the program for at three years, which is one year more than
the state haa funded.

Who was involved in initiating, planning, and implementing the program?

The program was jointly initiated by the local teacher association, district
superintendent, and school board. In addition to those parties, principals and
central office staff contributed to planning the program. The superintendent, local
teacher association, and individual teachers, took the lead in implementing the
program.

What were the positive and negative impacts of the program?

The most pervasive positive impacts were in the areas of professional growth
opportunities, job effectiveness, and salaries. The major negative impacts were on
teacher control over their work and collegial relations.

Lo
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In summary:

The Waunakee Teacher Incentives Pilot Project is an ambitious and extensive
undertaking, especially for a school district of relatively small size. The program
seriously re-shapes a lot of customary notions about teacher roles, evaluation, and
compensation. It is an exciting process, but in a major system-wide change, it is natural
tu encounter some resistance. Some of that resistance surfaced in the negative impacts

reported.

In Waunakee some participants felt their use of time and control over their work was
threatened by the onslaught of new programs. Also, collegial interactions may we'' have
been adversely affected if there was disagreement over the awarding of merit pcy. The
fact that in the end most respondents rated the program as at least moderately successful
indicates that the negative impacts did not erode the overall value of th¢ program.
Indeed, it appears to have been very valuable for professional growth and job
effectiveness, while providing many with salary growth.

Individual teachers, the teacher association, and the superintendent are all identified
with the initiation, development, and implementation of the program, along with the
superintendent. That is a fairly uncommon collaboration. Interview and su.vey
comments reveal that some teachers felt that they had not been represented by the
teachers who were involved, but the majority felt that the program is teacher-oriented
and that the teachers’ voice was a major part of its design. Some staff members were
described as "overzealous”" in pursuing opportunities offered by the program, leaping
across salary levels faster than was ever expected. In any change in organizational life.
it tukes time to find the best common ground between those who overindulge and those
who resist the new order.

Full report can be found on page: 198
For further information contact: Mr. Donald Holmen, Staff Development
Coordinator

Waunakee Community School District
100 School Drive
Waunakee, WI 53597
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Elmhurst Unit District #205: Salary Plus a

Salary Plus has enab’sd me to realize salary increases while also participating in
worthwhile professional growth. The success of the program depends on how closely
the Salary Plus classes match teacher needs and interests.

- elementary teacher

Elmhurst is a2 suburban community in DuPage County, west of Chicago. [t is primarily a
bedroom community, though there is local employment in industries located at an
industrial park, a large stone quarry, Elmhurst College (a four-year liberal arts college),
and Elmhurst Memorial Hospital. As an "older" suburb, Elmhurst has an established
commercial downtown center. The combination of gracious homes on tree-lined streets.
excellent parks and public services, and convenient location near major expressways and
commuter rail lines, make Elmhurst a desirable residential community with above
average property values. Unit Schoo! District #205 in Elmhurst serves about 6,37
students in eight elementary schools, three junior high schools, and one high school.

The Salary Plus program was initiated to allow teachers at the highest salary level
within their lane (for educationat attainments) to advance through saiary increases based
on staff development participation. Courses equivalent to three semester hours were
designated by the superintendent to meet designated district needs, and participation in
one of these courses would make the teacher eligible for a $500 salary incremcnt added
to his or her annual salary. Two years later, the same individual may qualify for an
additional increment of $250, or a total of $750, with satisfactory completion of a
second three-semester hour class designed by the superintendent. After three more vears.
that same individual could have his or her annual bonus raised to $1,000 after
successfully completing a third such course, referred to as Salary Plus courses.

At three year intervals, teachers can build on to their $1,000 bonus in steps ot $500, up
to a total of $2,000. At this level, two Salary Plus courses are required to be eligible for

the tncrement.




Though originally inténded to meet the needs of veteran tcachers to receive salary
growth, the quality of the programs offered and synchronization with district needs has
led to an enlarged role for Salary Plus courses. All salary lane changes for teachers
based on additional classwork must now include satisfactory completion of a Salary Plus
class. Staff members whose graduate course work is part of a recognized graduate
degree program are exempt from this requirement. The intent is to assure that for those
teachers whose professionat development is not linked to an advanced degree Frogram
there is at least some linkage to district goals, rather than a random assortment of
classes.

The classes have been taught on site by district personnel as well as by instructors from
area colleges on a contract basis, and are all taught in the school district. As of this
writing Salary Plus classes cannot be applied to graduate degree prog: 'ms. Classes are
taught in repeating cycles to assure that participants have more than cae opportunity to
take each class of fered. At most times, a choice of Salary Plus courses is available.
Central of fice staff evaluate each class offered.

The cost of the Salary Plus program was approximately $63,000 in 1986-87 and $67,000
in 1987-88. A slight increase was anticipated for 1988-89 as more teachers become
eligible for Salary Plus stipends. The bulk of the costs go into staff salary increases,
with about $12,000 for consultant fees and a small materials budget. The program is
funded completely from local general revenues, with the indirect cost of administering
the program absorbed by the district.

One-thira of District 205°s teachers and administrators, totalling [31, were sent surveys.
Ninety-six surveys were returned, for a response rate of 73 percent. Over half of
respondents held a master’s degree plus 30 or more credit hours, and 27 percent held a
master’s degree with fewer than |5 additional hours. Only 7 percent have less than 15
.hours beyond the B.A. degree.

Twelve percent had been employed by District 205 for five or fewer years, while 20
percent had Yeen with the district for 20 or more years. Ten percent had five or fewer
years of teaching experience. About two-thirds indicated that they expect to be in the
same position for the next five years. Fourteen percent expect to be retired within five
years, and 12 percent see themselves in a different position in District 205.

- 76 -
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The great majority (87 percent) of respondents considered the primary purpose of Salary
Plus to be motivating teachers to improve performance. While scarcely any respondents
saw recruiting or retaining as a secondary purpose, 68 percent cited enhanced
professional status as a secondary purpose. Seventeen percent indicated "other”
secondary purpose, most often writing that it was a way to offer salary increases to
veteran staff, though salary increases in themselves might be more properly considered a

form of inducement, rather than a purpose.

Monetary reward was most often cited as an inducement used by Salary Plus to achieve
its aim, mentioned by 91 percent of respondents. Close behind was increased
effectiveness in teaching, cited by 84 percent, while to 34 percent of respondents Salary

.Plus appeals to increased status as professionals. Fewer than 20 percent cited improved

workplace conditions or awards and recognition, and only 7 percent cited enlargement of
prrofessional responsibility.

Close to half (44 percent) of respondents considered the LEA superintendent as the party
most responsible for initiating the Salary Plus program; close to one-fourth (24 , ercent)
cited other central office personnel, and 17 percent cited the local teacher association as
the primary initiator of the program.

When asked to indicate all parties involved in planning and developing the program, 87
percent cited central of fice personnel, 81 percent cited the superintendent, 56 percent
cited the local teacher association, and 55 percent cited the local school board. Credit
fur planning and development was given to individual teachers by 44 percent, and to
building principals by 26 percent of respondents. Thirteen percent mentioned
involvement by researchers outside the school district. Central office personnel were
credited by 33 percent as most influential in the planning and development of Salary
Plus, while 28 percent gave this creait to the district superintendent.

Similar attribution was given when asked the about most important parties in
implementing the Salary Plus program. Central office staff was cited as most or second
most influential party by 74 percent, and the district superintendent was cited as most
or second most influential party by 47 percent. No other party even came close to these
two in the perception of their dominance in implementing the program. Individual
teachers were cited most often as the third most influential party in implementing
Salary Plus.
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According to respondents, school district needs in relation to Salary Plus were
determined by use of an administrative team (cited by 82 percent), with input from the
local teacher organization cited by 54 percent. Thirty-seven and 35 percent respectively
reported that a teacher committee and teacher survey were used to assess needs.

Forty-two percent of respondents have been participants in the Salary Plus program, <8
percent have chosen not to participate, and 24 percent say they are ineligible to
participate. Just over 2 percent have been in a leadership role in relation to the
program. Looking at when respondents began their participation in Salary Plus, 12
percent began in the early implementation phase, 15 percent began during later
implementation, and 18 percent began after the program was fully established.

However, 32 percent of respondents were just considering participation, and 18 percent
have not and did not anticipate being involved in the program. Six percent said they
became involved during the planning stage of the program. Most respondents identified
participation as strictly voluntary (68 percent), though 17 percent perceived participation
as mandatory for some individuals.

Asked about areas in which Salary Plus may have had an impact, the largest number
cited "no impact” for most items. However, 48 percent said the program had a positive
impact on their job effectiveness, 58 percent on opportunities for professional growth,
and 53 percent said the program has had a positive effect on their salaries. For 48
percent of respondents, the Salary Plus program had a positive overall effect on their
job satisfaction, and 23 percent view it as sitive factor in terms of remcining in
their present position. The number of respondents citing any form of negative effects
was negligible.

Respondents felt positively about the program’s future prospects. Forty-two percent

recommend continuation of the program as is, and 62 percent expect such a continuation.

Thirty-three percent recommend expansion of the program. This leaves a small number
recommending that the program be diminished or terminated.

Although only 2.5 percent call the Salary Plus program completely successful, 43 percent
rate it as mostly successful, and 41 percent call it moderately successful.
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Ke findings about respondents’ experience with the Salary Plus program at Eimhurst
Community School District #205 include:

- The program was initiated, developed, and implemented mainly by central
office staff and district superintendent, with some involvement from individual
teachers at the implementation level.

- Monetary rewards and increased efficacy are used as motivators to achieve
improved teacher performance,

- The greatest number of respondents believe that an administrative team was
used to assess district needs relative to the program.

- Almost half of respondents have participated, while one-fourth say they have
been inecligible to participate.

- Just over 10 percent participated at the onset of the program, but the
proportion of teachers participating grew through the implementation stages,
and a still greater number are now considering participation.

- The program had positive impacts mainly on job effectiveness, professional
growth opportunities, and salary levels.

- Almost half the respondents tell us that the program has had an overall positive
impact, and almost one fourth say it had a positive effect on their decision to
remain in their present position.

The great majority recommend and expect Salary Plus to continue as is, or to be
expanded. and the great majority rate the program as moderately successful or
better.
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North Chicago High School District 123: Performance Based Salary Addition *

I am self-motivated in my attempts to improve tzaching. Those members of the
staff not self-motivated will certainly not be moved by $100 or $150 per year.

- secondary teacher

North Chicago District 123 is a high school district, composed of one high school
enrolling 950 students and staffed by 70 teachers. North Chicago is a sma'l community
in Lake County, north of Chicago. Itis a part of the Chicago metropolitan area, closer
to Waukegan than to Chicago proper. North Chicago is greatly affected by its proximity
to the Great Lakes Naval Traininz Station, for which it serves as the "post town". This
naval base is scheduled to be clcsed in an upcoming reduction in US. military bases, an
event which may greatly alter North Chicago’s future. Also in North Chicago is a
Veterans Administration Medical Center. North Chicago could be considered a
community in transition, with a growing proportion of its population made up of

minorities, mainly black and Hispanic.

The program under study in North Chicago is called Performance Based Sal- - Addition
(PBSA). Based on regularly conducted teacher evaluations, teachers are awarded a bonus
of $150 for ratings of "superior” or $100 for ratings of "excellent”. Provisions were
established for teachers to appeal rarings. The most unusual element of this program is
that the bor uses are not paid out in the year they were earned, but rather are held in
escrow and accumulated until the teacher’s final year of employment *with the district,
at which time they are paid. This approach was described as giving teachers with
excellent or superior performarces the chance to reward themselves with a small "nest
egg" beyond their regular salaries. The PBSA program was negotiated into teachers
contracts through collective bargaining.

The cost of the program for 1986-87 was $2,350, and $1,000 in 1987-88. A slight increase
was expected in 1988-89. The costs are completely devoted to staff salary bonuses and
are funded through general state aid to the district.

Surveys were distributed to 40 of North Chicago’s teachers and 5 administrators. Thirty-
one surveys were returned, for a response rate of 69 percent. North Chicago was the
only case where male respondents outnumbered female by over a 3:2 ratio. No doubt
that is associated with the fact that there were no elementary school teachers in this
sample. Twenty-one percent of respondents were black and 7 percent Hispanic, giving
North Chicago the highest proportion of minority teachers among the 21 sites in this
study.

- 80 -




- 2N

S AN B i Ay Ty &S X G W

- &8

ERIC
!i

Sixteen percent of respondents held a M.A. degree with up to 14 hours of additinnal
coursework, and 48 percent heid 15 or more hours beyond a Master’s Degree. Ten
percent held fewer then 10 hours beyond the B.A. d+gree. Twenty per ent had been at
North Chicago less than § years, while 31 percent had been there 20 or more years. Just
over one-third (37 percent) of respon iints report that they expect to be in the same
position in five years. Twenty-seven percent expect to be teaching in another district.
Thirteen percent expect to be working in a field outside of education, and another 13
percent expect to have retired within five years. This total projected attrition rate of 53
percent is higher than in other study sites.

The great majority (87 percent) of respondents view the primary purpcse of PBSA to be
improved performance by teachers. Twelve percent considered the primary purpose to
be enhanced professional status for teachers. Sixty percent cited enhanced professiona’
status of teachers as a seccndary purpose of the program, while 20 percent saw teacher

recruitment as a secondary purpose.

When asked zbout the motivators used by this program to achieve its aims, 63 percent
cited monetary reward, and 47 percent cited teacher recognition. Interestingly, 80
pr.cent cited increased effectiveness in teaching, though it would appear that teaching
effectiveness is the goal rather than an inducement for reaching thot goal. This is oan
e:ample of the complex interaction between program goals and inducemenss.

The district superintendent was most responsible for initiating the PBSA program
according to 53 percent of respondents, while 23 percent perceived the building principal
as the imitiating agent. No other parties were perceived as significant in initiating the
program by any appreciable number of respondents.

Sabjects were asked to indicate zll parties involved in the planning and development of
the prog.am Those most often cited were: the district superit.tendent (cited by 83
percent), building principal (72 percent), local s:hool board (66 percent), local teacher
association (31 perceat), SEA (2! percent), state legislature (17 percent), and other
central office staff (14 percent). While clearly more peoplzs identified the
superintendent, principal, and school board as the leaders in planning and developing
the program, significant numbers recognized contributions ol other parties as well,
‘ncluding some I2adership at th~ state level. Forty-six parcent did cite the district
superintendent, and 31 percent the building principal as most influential in the planning
and deve:opment of the program.
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Likewise, 63 percent mentioned the superintenden. as most or second most important in
the implementation of the program; 55 percent named the principal as most or second
most important in that ole. Eighteen percent named the local teacher assaciation as

second or third most iraportant in the implementation of the program.

According to 59 percent of respondents, an administrative team approach was used to
assess district needs relative to this program, and 33 percent said local teac’er
organization input was used (reflective of the fact that PBSA was negotiated into the
teachers’ contracts). Twenty-two percent indicated that a survey of teachers had been
conducted.

Sixty-nine percent of respondents said they have participated in the PBSA program.
Fourteen percent indicated that they did not know if they were eligible to participate,
while 7 percent believed themselves 12 be ineligible. Another 7 percent chose not to
participate. The largest number became participants after the program had been firmly
established (41 percent). Ten percent participated in the planning stage, another 10
percent began participation at the early implementation stage, and 10 percent more
joined in during later iriplementation. Fourteen percent of subjects said they were
considering participation; while 14 percent do not expect to ever be involved.

In an interesting split, 63 percent reported that parucipation in the program is
mandatory while 26 percent viewed the grogram as strictly voluntary. The distinction
may be that the evaluation procedures that qualify teachers {or the PBSA are
mandatory, but acceptance of the bonus is not. This may explain why 10 percent who
claimed that tome aspects of the program are voluntary, others are mandatory.

Respondents felt that the program had positive impact: in the categories of professional
growth opportunities (45 percent), job effectiveness (36 percent), status among peers (35
percent), use of time (32 percent), salary (27 percent), and relations with students (26
percent). Forty-five percent said the PBSA program had an overall positive impact on
the! job (19 percent called this a very positive impact), and 26 percent said the program
had had a positive impact on their decision to stay in their present position.

This program »lso generated some negative response in the area of impact. Thirteen
percent felt the program had had a negative impact on salaries (perhaps they felt they
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had lost more than they gained in negotiating for this program); 29 percent felt it had a
negative impact on control over their work (19 percent rated this impact verv negative);
23 pesceat felt it had a negative impuct on their use of time (again, 19 percent rated this
impact a. verv negative); 26 percent felt the PBSA program had yery negative impacts
on building-level decision making (note that this is a single-building district), and 16
percent said it had a negative impact on collegial interactions, though most of these were
"slightly” negative. Thirteen percent said the program had a "slightly" negative impact

on their status among peers. Sixteen percent said this program had a "very" negative
impact on their overall job satisfuction, and 13 percent reported that the impact on their
decision to remain in their present position was negative (divided evenly between

“slightly" and "very’ negative).

l As for the future, 2! percent recommended continuation of the program as is. 41 percent
l would like to see the program expanded, and 38 percent would like the program dropped
completely. However, §5 percent expect the program t¢ be continued, 29 percent expect
it to be expanded, 6 percent expect it to be diminished, and none expect it to be
l terminated. Only seven percent see the program as mostly successful; 43 percent rate the
program a moagerate success, and 50 percent call the program either mostly or completely
' unsuccessful.
While there were more positive than negative responses, the negative responses need to
. be attended to, and can be instructive to others planning such programs. It should be
noted that while monetary rewards were most often cited as the primary motivator,

positive 1mpacts on salaries were only cited by 27 percent of respondents (only 3 percent
calling it very positi e), and indeed 13 percent telt the impact on salaries had been

negative. It i also of note that the notion of the prograru establishing a "nest egg" tor
teachers seems suited toward strategies to retain teacners, offering a reward that accrues
in value over time. Yet few respondents saw retention as a primary purpose ol the
program. Commenrts on the surveys and interviews indicated that the relatively small
value of the rewards, and the delay in delivery of those rewards undermined their
incentive value, and failed to sufficiently compensate for negative impacts on
collegiality and teachers sense of control over their workplace. This is not to say the
gsogram was a bad idea or ill conceived; only that in development and implementation
different paths might have led to more positive outcomes in terms of meeting district

and teacher needs.

o
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Key findings about respondents’ experience with the Performance Based Salary Addition
at North Chicago Hign School District #123 include:

The program was initiated by the district superintendent and building
principal.

Improved teacher performance was perceived as the primary purpose, with
teacher recruitment as a distant secondary purpose.

Monetary rewards, teacher recognition, and inereased effectiveness in teaching
were the ascribed motivators.

Program development and planning was mainly attributed to the district
cuperintendent and principal, with the local school board playing a significant
role. The local teacher association, central office staff, state legislature, and
SEA were also involved.

The most important parties in implementation of the program were the
superintendent and building principal.

Needs assessment in relation to this program was done via an administrative
team, with about one-third of respondents noting local teacher association input
as significant.

Over two-thirds of respondents had participated in the program. Most did not
begin their participation until after the program was fully established. Most
teachers viewed the participation (or at least certain elements of it) as
mandatory.

The program had positive impacts for significant numbers of respondents in
relation to professional growth opportunities, job effectiveness, use of time,
status among peers, salary, and relations with students.

The program had negative impacts for significant numbers of respondents in
relation to decision making, use of time, control over work, and collegial
relations. In addition, 13 percent of respondents elt the impact on their
salaries was negative.

Forty-five percent of respondents felt the program’s overall impact has been
positive, and 26 percent believe it had a positive impact on their decision to
stay in their present position. Sixteen percent felt the overail impact was
negative, and 13 percent view the impact on their dec sion to remain in their
present position as negative.

Forty percent of respondents would like this program to be expanded. Over 2
third of respondents recommend termination of the program, but none expect
that to happen. Iun fact, 29 percent expect the program to be expanded while
most expec. it to be continued as is.
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Sherrard Community School District 200: Incentive Component of Salary &

The program can in time be a very positive part of our professional ‘ives, but ‘it will
toke an extended period of time, perhaps years, for teacher attitudes and opinions
to react positively to an incentive program.

- elementa: y teacher

District 200 can oe described as a rural setting, in Matherville, Illinois. Matherville is in
Mercer County, has a population of 793 (1980 U.S.Census) and is about 16 miles south of
Rock Island and the the Quad City metropolitan area. The community is agricultural in
nature, with many residents traveling to the Quad Cities, or a bit further to Galesburg,
Illinois (southeast of Matherville) for employment. District 200 is a K-12 district serving
Matherville and several adjacent rural communities. with a staff of 75 teachets and 5

administrators to meet the needs of 1,503 students.

The program under study in District 200 is the Incentive Component of Salary (ICS).
Under this program funds were allocated for teacher incentive awards. The amount for
each teacher was $185 in 1986-87, and increased to $300 in 1987-88 when the survey was
conducted. A large portion -- $135 -- of each teacher’s "share" was set aside for the
Minimum Expectations Component. All teachers were awarded this sum on the
assumption that minimum expectations would be met in the categories of attendance,
promptness, instructional management, student management, certification and
competence, and professional communications and behaviors. A number of indicators in
each of these areas are specified. For each indicator not met by a teacher, that teacher
loses $5 of the S135 award. In its first vear of operation, 45 teachers (just over halt)
received the full bonus and all but three teachers received at least $100. The idea
behind the program was not to make this award hard to get, but to reinforce those
qualities thought to be minimal requirements for teacher comp=tence and
professicnalism.

-
The remaining portion of the Incentive Salary Component could be received to engage in
projects approved by the district’s Evaluation Con mittee and Board of Education. These

projects might be in areas such as conducting home visits to students’ families,
increasing communications with pareats, developing homework ideas, attendirg or

presenting idea workshops, developing programs to enhance student self concept,
developing strategies for imcreasing student time on task, and improved classroom
atmospheres.
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In 1986-87 the program was funded at $6,800 and increased by 70 percent to $11,610 in
1987-88. A slight increase was anticipated for 1388-89. The availability of state aid was
cited as the main factor that might affect additional increases in funding. All of the

funds were used for staff salary bonuses and paid for with local general revenues.
Ve

(’

To assure reliable data, surveys were distributed to the minimum number set in the
study design. Forty teachers, representing 45 percent of the staff, were randomly
selected. Three administrators were also survey.d. Of the 43 surveys sent, 39 were

returned, for a response rate of 9kpercent.
<

Nineteen respondents had a B.A. with less than 15 additional cr.dit hours. Eleven (28
parcent) had a2 MLA. degree, and 3 had at least |5 additional credit hours beyond the
MLA.. Just under 70 percent belong to the local teacher organization, a lower than usual
proportion. Nineteen respondents, almost half, had been employed by the district for
five years or less, and seven had five or fewer years of teaching experience. Well over
half (69 percent) of respondents expect to he in the same position in five years, while 20
percent expect to hold a pocition in another district by that time. Ten percent expect (0
hold p .tions outside of education, and five percent expect to have retired within five

ye~ ..

According to 87 percent of tae respondents the primary purpose of the Incentive
Component of Salary is to iraprove teacher performance. The other 13 percent consider
the primary purpose the eahancement of the teaching profession, while 56 percent see
enhancement of the profession as the secondary purpose of the program. One-third cited

teacher retention as the secondary puroose.

Eighty percent of respondents cited monetary rewards as a motivator used in this
program, and 69 percent cited increased effectiveness in teaching. Recognition was
considered a motivator by 44 percent, and increased professional status was cited by 28

percent.

The district superintendent was most responsible for initiating the program according to
86 percent of respondents, and 89 cited him as most responsible for the planning and
development of the program. Others involved in planning and development were the
local school board and individual teachers (each cited by 56 percent of respondents), ard
building principals, cited by 47 percent. The local teacher organization was perceived U
have been involved in planning and developing the program by 28 percent of
respondents.
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At the implementation stage the district superintendent was most active according to 66
percent of respondents, while 26 percent considered the principals to be most important
in the implementation process. Individual teachers were called second most important by
26 percent. The local school board was second most important in implementation
according to .7 percent of respondents and third most important according to 23 percent.

Sixty-four percent of the respondents said needs assessment was conducted by an

S T AR S .

administrative team, and 37 percent cited a teacher committee that assessed local needs
in relation to the program. The local teacher organization had input that served as

needs assessmecat according to 29 percent of respondents.

Participation in the Incentive Component of Salary has been high: 84 percent of
respondents participated, 8 percent reporting themselves as ineligible for the program.
The same proportion - 84 percent - reported that participation in the program is
mandatory, and 8 percent said some aspects of the program arc mandatory. The most
common entry point into the program was at the early implementation stage, when 32
percent began their participation. Eighteen percent participated at the district planning
stage and another eight percent began to participate at the building-level planning stage.
Sixteen percent entered the program during later implementation, and 18 percent

entered after the program was f{ully established. The remaining eight percent were
considering future participation.

Respondents cited 2 number of positive impacts. Eighty-one percent cited a positive
impact on their salary, though most (75 percent) of these specified slight positive impact.
Sixty-eight percent reported a positive impact on increasing professional growth
opportunities, and 56 percent felt the program had a positive impact on their job
effectiveness. The program had a positive impact on control over work for 39 percent
of respondents, on use of time {or 34 percent, and 25 percent reported a positive impact
in relations with students (perhaps a result of the suggestzd incentive uctivities dealing
with improving student self concept and increased involvement with parents). Thirty-
two percent rated the program as having a very pcsitive or slightly positi*e impact on
their overall job satisfaction, and 19 percent said it had a positive impact on their
decision to remain in their present position. This 19 percent must be looked at in
relation to the 20 percent who expect to be teaching in another district within tive

years.
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Negative impacts were reported as well. Although 39 percent felt the impact on control
over work was positive, 14 percent felt the impact was negative in this area. Eleven
percent reported that the program had a negative impact on collegial interactions; also
Il percent reported that the program had a slight negative impact on overall lob
satisfaction (there were no reports of very negative impacts on overall satisfaction).
While the balance favors the positive impacts, attention must be paid to the issue of
collegial interaction.

When asked what they recommerd for the future of the program, 35 percent would like
it to continue as is, 22 percent would like to see the program expanded, 20 percent woula
like the program diminished, and 24 percent would like the program to be terminated.
However, 58 percent expect the program to be continued and 39 percent expect it to be
expanded. None expected it to be terminated. Eleven percent rated the program as
mostly successful, and 68 percent consider it moderately successful. Nineteen percen:
feel the program is mostly unsuccessful. No one called the program a complete success,

and only one respondent called it completely unsuccessful.

The numbers caiiing for the termination of the program séem higher than the reports of
negative impacts suggest. Many of those recommending scaling down or terminating the
program seem not to expect their feelings to affect the program’s future. Meanwhile the
majority do view the program as successful, albéit at the moderate level. On the other
hand, the program is closely associated in its initiation, development, and
impiementation with the superintendent, and that influence will no doubt affect the
program’s fate.

Among those interviewed there were diverse viewpoints. Oae person thoroughly
app-eciated the program and the opportunity it gives teachers to earn some recognition
as well as extra cash. Another felt the program could potentially be beneficial, but that
the size of the bonus was too small to serve as an incentive. Finally, one interview
subject felt the evaluation used to qualify for the bonus was too limited and focussed on
narrow behaviors rather than the teaching/learning process. Considering the merits of
all three points of view, one can sée both the potential and the pitfalls in this form of
incentive reward program.

Key findings about respondents’ experience with the Incen*ive Component of Salary at
Sherrard Community School District #200 include:

The perceived purpose of the program is to motivate improved performance,
with enhancement of professional status as a secondary purpose. About one-
third consider teacher retention a secondary purpose of the program.

NN




- Monetary rewards and increased effectiveness in teaching are the most
important motivators identified in this program. Career status and teacher
recognition also are identified as motivators by some teachers.

. The program is perceived to have been initiated by the district superintendent,
who was also most influential in planning and development of the program.
The local school board and individual teachers were also involved in planning
and development, as, to a lesser extent, were principals.

- The local superintendent was the most important player named in the
implementation of the program, fcllowed by building principals. The local
school board was next in importance for program implementation.

- An administrative team was the most commonly recognized form of needs
assessment. Over one-half identified a teacher committee, and over or.-fourth
identified input from the local teacher association as significant forms of nced
assessment.

- A high percentage participated in the program and consider participatioa
mandatory. Participation occurred early in the program’s life, with o "er one-
fourth beginning their involvement during the district of building level
planning stage, and almost one-third participating at the start of program
implementation.

- Cver 80 percent view the program as having positive (though most qualified
this as “slightly positive") impacts on their salary. Over half of the respondents
see positive impacts in classroom effectiveness and professional growth
opportunities. Smaller proportions felt positive impacts in terms of use of time,
control over work, and relations with students.

- Almost one-third rate the program as having an overall positive impact, and 19
percent rate it as having a positive impact on their decision to stay in their
present position.

- Fourteen percent felt there was a negative impact on control of work, and 11
percent felt the program had a negative impact overall.

- Over two-thirds cf respondents consider the program moderatelv successtul.

- There is ¢.0se to an even split between those recommending continuat:on or
expansion of the program and those recommending diminishing or terminating
it. However, the great majority expect to see the program continucd or
expanded.
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Eastern Howard School Corporation: Project: TEACHER #

I feel as a young teacher of two years experience this program has given me better
peer rapport, exciting new ideas, and approaches to my instruction, as well as given
me a desire to become a leader in education.

- elementary teacher

The Eastern Howard School Corporation is located in Greentown, Indiana, and is a K-12
district housed in two buildings. About 1,200 students are served by 64 teachers. The
community is rural and farm-based, but most residents work in nearby Kokomo at
General Motors or Chrysler plants. Dual income families employed by these companies
earn salaries above the statewide average. Major employers in the school district are the
public utilities, apartment complexes, and non-smokestack industries. The district has a
tradition of promoting educational excellence, and in 1983 introduced the Excellence in
Education at Eastern program which became a model :n tae state [or developing strong

school/community relationships.

Project: TEACHER was initiated as an alter. “t.ve to traditional teacher evaluation
practices with teachers, rather than administra.. ‘s, conducting evaluations that focus on
growth and professional development. With pilo: f.«nding through the state of Indiana’s
Teacher Quality program, teacher peer evaluation was embedded ia a career ladder
model. This model created five levels for teachers, with increased responsibilities,
opportunities, and rewards at each successive level. The levels are: Intern, Certified
Teacher, Advancement Option I, Advancement Option II, and Faculty Leader.

Interns are teachers in their first two years in the protession, or experienced teachers in
their first year at Eastern Howard. They participate in Intern Mentor Teams, each
composed of the intern, an administrator, an Advancement Option Il member who serves
as a mentor, and a university contact. Interns must be fully licensed by the state to
teach. The team provides each intern with guidance in professional development,
particularly in regard to effective teaching practices. Interns videotape two lessons each
semester, and review these tapes with their Intern Mentor Teams. Interns are also
required to keep reaction journals, shared only with their mentors. The administrator
team member is responsible for the formal evaluation, as required by Indiana state law.
Other team members provide formative evaluation to the interns.
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After satisfactory completion of two years as an intern, the teacher automatically
advances to the Certified Teacher level. Certified teachers are evaluated by an
administrator annually, and are encouraged to participat¢ in professional development.
No additional responsibilities are required, and no addit »nal stipend is offered to

teachers at this level.

After completion of the Intern level, teachers can select Advancement Ogption I. This
option occurs on a three-year cycle, with continuous peer review during that period, and
administrative evaluation at the end of the cycle. Advancement Option I teachers
participate in at least one inservice program each year, video tape two lessons each
semester, and follow each taping with a self-evaluation and peer review session. They
submit one reaction journal each semester and participate in one "contact session” with a
larger group of peers to discuss the semester’s work. These activities are all intended to
provide formative evaluation aimed at professional growth. Each Advancement Option I
teacher’s review is monitored by an instructional leadership team composed of an
administrator, a Faculty Leader, an Advancement Option II teacher, and peer reviewers
selected by the teacher. Advancement Optica I teachers receive an annual stipend of
$1.,000.

Five years of teaching experience, including successful complietion of an Advancement
Option I cycle, qualifies teachers for Advancement Option II. These teachers maintain
all of the responsibilities of Advancement Option I teachers, and in addition must
complete six graduate credits per year of the Instructional Leadership and Professional
Development Series offered by the district, over a three-year period. Six of these 18
credit hours may be in the teacher’s content area. The district covers all costs tor the
required coursework. Advancement Option II teachers receive stipends ranging {rom
$2,500 the first year, to $5,000 and a five-day extended contract af.er three years at that
level. Teachers may stay at this levei indefinitely, if they 1c.eive a satisfactory
summative evaluation, they may opt to move up to Faculty Leader, or return to the
Certified Staff level.

Nine years of teaching experience is required for the Faculty Leader level. Faculty
Leaders continue to participate in the Instructional Leadership and Professional
Development Series and a;c also responsible for monitoring mentor and instructional
leadership teams. They may also be called upon to work in curriculum related arcas.
Faculty Leaders maintain their own clasiroom teaching role, but are granted release time
needed to meet their other responsibilities. Annual stipends for Faculty Leaders range
from $6,500 to $10,000 plus a 20-day extended contract.
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One very significant part of Project: TEACHER is the use of videotapes for formative
teacher evaluation. This innovation has greatly increased opportunities for peer review,
without causing the scheduling problems brought on when teachers try to actually
observe in each other’s classrooms. The Prince George’s County (MD) "Standards for
Excellence in Teaching” has been adapted by Eastern Howard as an instrument for both

formative and summative evaluation.

The program was funded at $50,000 in 1986 and increased by 40 percent to $70,000 in
1987-88. About the same funding level was expected for 1988-89. Staff salary
supplements used 77 percent of the funding, with the remainder divided between
consultant and training fees, and material costs. The program has been funded
completely by state grant money as a pilot program.

To assure a reliably sample size, 40 teachers and two adrainistrators were sent surveys at
Eastern Howard, representing 36 percent of the professional staff. Of these, 37 were
returned, for a response rate of 88 percent. Sixty-four percent hold a M.A. degree with
fewer than 15 additional hours. There were no respondents with few r than 15 hours
beyond 2 B.A. degree.

Seven respondents, representing almost 20 percent, had been with the district less than
five years, and had five or fewer years of teaching experience. About 28 percent had
been with the district 20 or more years. Seventy-seven percent belonged to the local
teacher organization. Almost 70 percent expect to be in the same position in five years,
with 8 percent expecting to retire by that time, and another 8 percent expecting to be
teaching in another school district.

A great majority of respondents -- 94 percent -- consider the primary purpose of
Project: TEACHER to be improving the pertormance of teachers. Enhancing the
teaching profession is considered a secondary purpose by 83 percent, and 25 percent
thought teacher retention was a secondary purpose of the program.

While 97 percent of respondents consider increased effectiveness in teaching as an
inducement, the program uses a variety of other inducements as well: enhanced career
status (by 65 percent of respondants), monetary rewards (by 51 percent), improvement ot
workplace conditions (46 percent) and teacher recognition (38 percent). Nineteen percent
also considered the enlargement of teacher responsibilities as a motivator.
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The district superintendent was identified as most responsible for initiating the program
by 87 percent of respondents. All respondents (100 percent) cited the superintendent for
involvement in planning and development of the program; 95 percent also cited
individual teachers as planners. When asked who was most influential at the planning

stage, the split was 53 percent for the superintendent and 44 percent for individual

_teachers. Despite the clear major involvement of these two parties, others were also

cited: principals (identified by 62 percent), outside researchers (60 percent), the local
teache: association (43 percent), and the State Education Agency (30 percent). Eleven
percent named a parent group and |0 percent named other central office staff as
participants in the pianning and development of Project: TEACHER. It should be noted
that a consultant from Indiana University at Kokomo worked with the district to
develop observation i~struments; and that the Indiana SEA did provide guidance in the
development of the program in the form of specifications included in the state’s Request
for Proposals for the Teacher Quality Pilot Projects, though SEA staff did not directly
participate in the development of Eastern Howard’s Plan.

The district superintendent and individual teachers were the first and second most
important parties in implementing the program. Several other parties are mentioned as

well.

According to respondents, a variety of methods were used to assess needs in relation to
Project: TEACHER. Most often cited (by 65 percent of respondents) was a teacher
survey, with 60 percent citing an administrative team approach. Both the local teacher
organization and a teacher committee were cited by 49 percent, while 43 percent
identified a community survey as a form of needs assessmei t conducted. Both outside
evaluators/consultants and school board hearing were cited by [4 percent.

Fourteen percent of respondents participated in Project: TEACHER in a leadership role,
while 81 percent participated in other ways. The remaining S percent chose not to
participate. A large proportion -- 22 percent -- began their participation during the
district planning stage; 30 percent began to participate during early implementation, and
27 percent joined during later implementation. Of the small (5 percent) group of non-
participants, none indicated that they were considering getting involved in the program.
Fully 100 percent of respoadents tell us that participation in Project: TEACI:IER 1S

strictly voluntary.
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Most of the perceived impacts of Project: Teacher were positive. The overall impact of
the project was positive according to 86 percent of respondents (46 percent noted verv
positive impacts), and 57 percent said it had a positive impact on their decision to
remain in their positions. Eighty-four percent felt their salaries had been impacted
positively. Positive impacts were also reported by over 75 percent of respondents in
regard to job effectiveness, control over work, use of time, interactions with colleagues,
and professional growth opportunities. Both relationships with students and status
among peers had been impacted in positive ways according to 65 percent. Reports of
negative effects were not at significant levels, though 8 percent cited negative impacts
in terms of input into district decision making, and status among peers.

Twenty-two percent rated Project: TEACHER as a complete success. Fifty-one percent
rated the program as mostly successful, and 22 percent rated it moderately successful -

together, a success rating of 95 percent. This is among the highes” -anks received by any

of the 2! study sites.

Forty-three percent would like the program to continuec as is, while 38 percent
recommend it be expanded. Eight percent recommend that the program be diminished,
and 11 pz..ent would like to see it completely terminated. However, 43 percent ¢xpect

the progiam to be diminished, and 14 percent expect it to be terminated. This pessimism

in the wake of favorable reports on the program’s impact can best be explained by
concern over maintaining funding for the program once the special state support for the
pilot project ends.

Key indings about respondents’ expericnce with Project: TEACHER at Eastern Howard
School Corporation include:

- Improvement of teachers’ performance is perceived as the primary purpose of
this program, with enhancement of teacners professional status as a secondary
purpose.

- Almost all respondents considered increased effectiveness in teaching to be a
motivating force in Project: TEACHER, but other inducements were identiticd
including: monetary rewards, recognition, enhancement of professional status,
and improved workplace conditions.

- This program was iritiated by the superintendent, who was also heavily
involved in its planning and developmen:, :long with several individual
teachers. Other parties included in the planning and development process were
building principals, outside (higher educaticn) researchers, the SEA, and the
local teachers associations.

- The parties who primarily implemented Project: TEACHER werec the
superintendent and several individual teachers.
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A survey of teachers and an administrative team werc th¢ (w0 most commonly
cited forms of needs 4ssessment in relation to the program, while input from
the local teacher association, teacher committee, and a community survey were
also identified.

All but 5 percent of respondents have participated, with most getting involved
at early stages of the program, including 18 percent who were involved in the
planning stage. :

All respondents consider participation in Project: TEACH to be completely
voluntary.

The impacts reported were positive in almost all areas, particularly in relation
to salaries, professional growth, collegial interaction, job effactiveness, use of
time, and control over work. Eighty-six percent thought the project had a
positive impact overall, 59 percent said it had a positive impact on their
decision to continue teaching at Eastern Howard.

Ninety-five percent rate the program successful to some degree, with 22 perceni
calling it a complete success.

Eighty-one percent would like the program continued or expanded, but cver
half of the respondents expect it to be diminished or terminated. This can be
viewed largely a result of the program’s reliance on outside (state grant) funds
as a pilot project.
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Hobart Township Community Schools: Qutcomes-Based Education Incentive/Reward ‘
System

My continued enthusiasm for this program and its effects on students and my
teaching have resulted in my making a personal commitment to my school district
that [ probably would not have otherwise.

- elementary teacher

Hobart Township lies in Lake County in northwestern Indiana. It is near Gary, and is
part of the northwest Indiana /northeast [llinois megalopolis centered around Chicago.
The school district has 1,881 students and 109 professional staff. Close to the steel
industries of Indiana’s Lake Michigan shore, the area has suffered during the economic
recession in the "rust belt" and the district has been financially hard pressed. The
ethnically varied community has a high proportion of low income families and a high
transiency rate. Within this context, school administrators have made efforts to
implement retform and school improvement measures. They have received several grants
and been named a demonstration site for U-SAIL, a National Diffusion Network
program. Intending to extend their success with school improvement efforts, the district
applied for and received state grant money as a pilot project for the Indiana Teacher

Quality Program.

The program under study is Outcomes-Based Education Incentive/Rewards. The
program devised four steps which teachers may pursue as opportunities for professional
advancenent, each related to implementing an outcome-based education approach to the
teaching/learning process. Hobart Township Schools had selected Outcomes-Based
Education (OBE) as a proven approach to establishing a goal-oriented, academically
proficient learning environment. The district began on a small scale, training only eight
teachers in OBE and u.dding eight more a year later. Training for those first
participants involved travel to Johnson Ciry, NY, where an OBE program had been
successfully operating. [t was believed that the incentive/reward program would create
a tra:ning structure along with incentives to encourage more teacher participation '@t
OBE.

The four career steps created were classroom teacher, implementor (of OBE), curriculum
specialist/instructor, and teacher-trainer. The classroom teacher fulfills the basic
premise of good teaching as 2mbodied by OBE, with no other invdlvement in the OBE
program. [mplementors participate in study groups and inservice programs, and pilnt
designated instruztional units in their classrooms. Curriculum specialist/instructors
develop curriculum and units of study, and work with classroom teachers and
implementors in the OBE instructional process. Teacher trainers serve as instructors for
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impiementors and curriculum specialists, and participate in conferences and workshops
with other school districts. A group of educators were designated the Hobart Township
Community School Corporation’s OBE Task Force. Administrative review of a teacher’s

seif-assessment was used to determine that teacher’s placement among the four steps.

The incentives offered to participants are: released time, s*'pends, extended contracts.
elevated self-esteem, professional growth, increased collegial interaction, and increased
effectiveness in the classroom. Extended contracts were available for participants in

accordance with their responsibilities related to the program.

In its first year, the OBE Incentive Reward system was budgeted at $52,643. The
following year this increased by 17.5 percent, to $61,869. However, a decrease in
funding was expected for 1988-89. This decrease was anticipated, in that in the eariy
stages funds were used to contract external trainers, who were to help develop in-house
capacities to continue OBE. Also, it was expected that the state grant, part of Indiana’s
Teacher Quality Program, would not be renewed and that funding would be limited to

local district sources.

The largest budget item for 1987-88 was travel expenses, representing almost half of the
total. This included travel of consultants coming to Hobart Township, and Hobart
Township staff traveling for training purposes. Most of the remainder of the funds was
used for staff salary supplements, with some funds devoted to consultant contracts,
material, and staff benefits. One-third of the program budget came from ldocal general
revenues; the other two-thirds were tunded by the state grant. The expectation was that
the state funds would be sufficient to pay all costs, but that setting aside local funds
would establish the precedent that would allow the program to continue beyond the

special state funding period.

To assure a response large enough to provide reliable results, 40 teachers and three
admi.istrators were surveyed, representing 43 percent of professional staff Thirty-three
surveys were returned, for a 77 percent response rate. Ten percent of respondents
identified themselves as Hispanic; none were identified as black. Almost two thirds of
respondents had a master’s degree with fewer than 15 additional hours; 18 percent had
more than 15 hours beyond the masters-level. Only one respondent had fewer than 15
hours beyond a BA degree. Eigaty-eight percent belong to the local teacher assoriation.
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Thirteen percent of the respondents had been at Hobart Township five years or less,
while 39 percent had been there 20 or more years. Only one teacher had less than five
years experience in teaching, while 14 had 20 or move years experience. Over 80 percent
expect to be in the same position in five years -~ a particularly larg* group among the 2!
incentive study districts. Only two respondents expect to have retired within five years.

Improvement of teaching performance was perceived as this program’s primary goal by
83 percent of respondents. Sixty-one percent considered enhanced professional status of
teachers a secondary purpose. The program seemed to offer a mix of inducements: 75
percent cited increased effectiveness in teaching, 65 per-eat cited professional status, 54
percent cited enlargement of professional responsibilities, 39 percent cited monetary
reward, 35 percent cited improved workplace condition, and 31 percent cited
awards/recognition. The program offered each of the inducements found on NCREL’s
conceptual matrix according to at least one-third of the respondents.

The district superintendent was credited with initiating the project by 77 percent of
respondents, with other central of fice staff cited by 20 percent. Central office staff was
most often identified as being involved in the planning and development of the
program, cited by 91 percent of respondents, while 88 percent cited the district
superintendent. Individual teachers were cited by 75 percent, principals by 69 percent,
and the iocal schoo! Soard by 63 percent of respondents for contributions to program
planning and development. As might be «xpected, the superintendent and central office
staff were most often listed as the most influential forces on planning and development
of the program. These two parties were also most influential in program
implementation, according to respondents. Individual teachers were the only other party
cited by a significant number as program implementors, with the local school board and
building principals cited as playing lesser roles in implementing OBE
Incentives/Rewards.

An administrative team approach was used to assess district needs in relation to the
program according to 84 percent of respondents. Forty-five percent indicated that a
teacher committee had done needs assessment, 32 percent reported that a teacher survey
had been conducted, and 26 percent said input from the local teachers’ association
provided needs assessment data. School board hearings and outside evaluators were each

mentioned by 19 percent.

1417
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Participation in the program has been high. Twenty-four percent report to have acted in
a leadership role, and another 64 percent have participated in other ways. Twenty-four
percent said they first became involved in the program at the district planning stage.

One third began to participate at early implementation, and 27 percent joined in during
later implerientation. Nine percent were considerirg involvement, and no one said they
did not expect to have any involvement with the program. There were mixed signals as
to how much participation is required, with 27 percent saying that the program is
mandatory, 24 percent calling it a strictly voluntary program, and 49 indicating that

some aspects of the program are mandatory.

Sixty-nine percent of respondents relt the OBE Incentive/Rewards Program had a
positive impact on their job effectiveness, and 70 percent credit the program with
having a positive impact oa professional growth. For 54 percent of respondents the
impact on relationships with students has been positive, while 45 percent say it has huad
a positive impact on their salary. Impacts on control and decision making seem less
clearly positive. While 48 percent say the impact on control of work has been positive,
21 percent report a negative impact. Forty-five percent experienced a positive impact on
use of time, but 27 percent felt the impact on use of time was negative. In making
decisions at both the building and district levels, those who experienced positive effects
and those who experienced negative effects were only ten percent 2part. Positive effects
were in the majority in each case.

I1 repcrting the program’s impact on overall job satisfaction, however, 48 percent called
the impact positive, and only 17 percent experienced negative impacts. While 38 percent
vaid the program had a positive impact on their decision to remain in their present jobs
at Hobart Township, only 7 percent felt an impact that was slightly negative. [t appears
that oa the balan:e impact has been positive, but that issues related to control and
teacher decision making may cause dissent from a large minority.

The program stould be continued as is according to 23 percent of the respondents, and
58 percent would like the progro a to be expanded. Nineteen percent recommend
diminishing or terminating the program. The expectations of 67 percent of the
respondents are that the program will be expanded, while 18 percent expect the program
to continue as i5. Only 15 percent expect the program to be diminished or terminated.
This is unuscal in programs operating on outsid?g(gnt money, and probably owes
something to the program design which used the grant funds largely to build local
capacity and expertuise. Twenty-nine percent rate the program as mostly successful, and
48 percent rate is as moderatel, successful. Sixteen percent called it mostly
unsuccessful.
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Key findings about respondents’ experience with the Outcomes-Based Education
Incentives/Rewards at Hobart Township inciude:

The program was initiated by the superintendent for the purpose of improving
teacher performance. Enhanced professional status for teachers was a
secondary purpose.

Many motivators were identified in the program, with increased effectiveness
in the classroom cited most often, followed by career status, enlarged
professional responsibilities, monetary rewards, improved workplace conditions,
and teacher recognition.

The district superintendent and central office personnel were most often
recognized as leaders in planning and developing the program, though many
respondents indicated that individual teachers, the local school board, and
building principals had also been involved. ’
The superintendent and district perscnnel were the dominant parties in the
impiementation of the program.

The most commonly recognized form of needs assessment ccnducted was an
administrative team. Almost half the respondents indicated ‘hat a teacher
committee also had contributed to needs assessment. A teacher survey and
input from the local teacher organization were each mentioned by more than
one-fourth of the respondents.

The program has enjoyed high levels of participation, with close to one-fourth
participating at the planning stage, and most getting involved during program
implsmentation.

There appears to be uncertainty about participation requirements, with about a
fourth cailing this a mandatory program, a fourth calling it a voluntary
program, and half saying that certain aspects of the program are mandatory.

The program had overall positive impacts for 48 percent of respondents, 2
negative impact tfor 17 percent, and no impact tor the remainder .

The most [requently cited positive impacts were in the areas ot job

ef fectiveness, professionai growth, relationships with students (related to the
OBE strategy), and salaries.

More respondents felt impacts in areas relating to control and decision making
were positive than negative, but significant numbers cited negative impacts in
these areas as well.

The program had positive impacts on the decision to remain in their positions
for 38 percent of respondents.

Twenty-three percent of respondents recommended that the program be
continued as is, and 58 percent would like it to be expanded.

Eighty-five percent expect the program to be continued or expanded.
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M.S.D. Wayne Township Schools: Providing for Potential *

[ have not chosen to participate in this program, however [ would rate the
opportunities/possibilities highly for anyone who might hoose to participate.

- elementary teacher

The Metropolitan School District of Wayne Township is one of eleven school districts
within the city of Indianapolis. Wayne Township itself may represent a microcosm of
the Unites States. On most demogiaphic measures it is average, though slightly below
average on socioeconomic status. Average student achievement is at or above grade
level. Over 12,200 students attend the districts ten K-6 elementary schools, three junior
high schools, and one high school. The district employs over 750 professional staff,
exclusive of administrators. As a part of a court-ordered desegregation plan for
Indianapolis, a certain proportion of students are bussed in from predominantly Black
residential areas of the city, bringing minority enroliment to about 17 percent.

The program under study, Froviding for Potential, was approved for fundirg as a pilot
project under the Indiana Teacher Quality program. The program had three components:
mini-sabbaticals, entreprencusships, and professional celebrations. For mini-sabbaticals
and entrepreneurships, teachers submitted proposals for funding their projects. Proposal
writing workshops were of fered to assist teachers in that process. A screening committee
made up of teachers and administrators rated each proposal and made recommendations
to the district Management Team. In the program’s first year, 82 proposals were
submitted, involving 121 staff members; 47 of these proposals were accepted.

During the course of their projects, participants were of fered technical support from
administrative personnel. A "Wrap-up Conference" at the conclusion of each project
provided feedback to the school district and set the stage for dissemination of successtul
projects to other district staff.

The Professinnal Celebrations component of the Providing for Potential program
involved three major activities: the Senior’s Choice Award, the Extra Mile Awards, and
Excellence in Academic Achievement and Teaching Banquet. For the Senior’s Choice
Award, high school seniors were asked to name one teacher at each level (elementary,
junior high school, and high school) in the district who had a positive influence on their

lives. Those teachers receiving the most nominations each year are honored with the
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award. The Extra Mile Awards went to staff nominated by other staff or community
members for efforts above and beyond the call of duty. In the program’s first year, 38
staf,” members received that honor at an awards luncheon. The Excellence in Academic
Achievement and Teaching Banquet honored the top twenty seniors and teachers selected

by those students who had the most positive influence on their lives.

The project was designed to improve and enhance the rewards, esteem, income
opportunities, and effectiveness of teachers. It revolves around professional
development and arenas for recognition of outstanding effort and achievement.

In 1986-87 Providing for Potential had a budget ot $90,000. In 1987-88 the budget had
dropped to $40,000, over a 30 percent reduction. However, results of an external
evaluation indicated that the program was highly successful and therefore increased
budget support was expected for 1988-89. Over three-fourths of the program funds were
used for staff salary stipends, with the rest going to materials and consultant costs. In
its first year the program’s funds came from the state as part of the Teacher Quality
program. In the second year there was a drop in funding as the district assumed the

costs of tae program.

The estabtished maximum sample size of 130 teachers applied in M.S.D. Wayne Township.
The 130 teachers and eight administrators surveyed represented 17 percent of
professional staff. The response rate for th: surveys was 64 percent. [t was learned that
a number of teachers who received surveys knew the programs by their component part
names (Professional Celebrations, Mini-sabba icals, and Entrepreneurships) but were not
familiar with the umbrella title "Providing for Potential” and so they did not rcturn

sur+eys.

Fifty-six percent held a master’s degree with up to 14 additional hours, and 32 percent
had 15 or more hours beyond the masters level degree. Eighty-five percent belong to
their local teacher organization. Fourteen percent had been in the Wayne Township
district for five years or less, while 20 percent had been there for 20 or more years.
Only 3 percent had less than five years of teaching experience. Sixty-six percent
anticipate being in the same position at M.S.D. Wayne Township in five years; 12 percent
expect to have retired by that time, and 9 percent expect to have a different position
within the district.
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There was an even split in perceptions of the program’s primary purpose, with 48
percent of respondents calling it improved teacher performance, and 49 percent caliing it
enhanced professional status for teachers. Each of those, likewise, were heavily cited as
the secondary purpose. About 24 percent mentioned teacher retention as the secondary
purpose of the program.

All six of the choices for inducements used to motivate participation in the program
were cited hewvily: increased effectiveness in teaching by 84 percent of respondents;
enhanced career status by 70 percent; awards and recognition by 59 percent; monetary
benefits by 56 percent, enlargement of professional responsibilities by 42 percent; and
improved workplace conditions by 37 percent. It can be assumed that some respondenis
did not identify the Professional Celebrations component as part of the program,
otherwise the awards and recognition motive would have received even more citations.

The district superintendent was most responsible for initiating the program according tc¢
51 percent of respondents, while 16 percent believe that other central office personnel

were most responsible.

Planning and development of the program was conducted by the superintendent and
other central office personnel, according to 75 and 77 percent of respondents,
respectively. Sixty-five percent noted individual teachers involved in planning and
developing the program, and 5! percent cited the invalvement of building principals.
According to 29 percent, the local teacher association also played a role, and both the
state legislature and SEA were involved according to 23 percent -- reflecting the role of
state funding and the requirements in the Teacher Quality RFP. Forty-one percent
named central of fics personnel, and 35 percent named the district superintendent as
most influential in planning and developing the program.

The superintendent and other central office personnel were also most often named as
most influential in the implementation ou Providing for Potential. Individual teachers

appeared next most often, followed by the local school board.

The administrative team was cited most often (by 76 percent) as a source of needs
assessment in relation to Providing ‘or Potential. Fifty-five percent cited a teacher
survey, and 34 percent cited 2 teacher committee as contributing to needs assessment.
Fewer than 20 percent cited each of the following: local teacher organization input,
school board hearings, a teacher supply and demand study, outside evaluation, and

community survey.
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Seven percent of respondents have served in a leadership role in the program, and 29
percent participated in other ways. Forty-two percent have chosen not to participate,
and 20 percent indicated they had insufficient information to know if they were eligible
to participate. Those who have participated have mostly become involved in the early
implementation stage of the program. Twenty-one percent said they were considering
involvement in the program, while 34 percent did not see any involvement in their
future. Ninety-four percent identified Providing ‘or Potential as a strictly voluntary

prog.am,

It must be noted that Providing for Potential is a program that provides opportunities
for those who seek them, and bestows honors selectively on staff. Therefore, the district
might not expect the majority of teachers to feel any impacts. but would hope that the
majority of those who participated felt positive about the program.

In fact, in several areas the number of respondents who reported positive impacts
exceeds the number who have participated. This would imply that at least in these
areas, the program has had a positive spillover effect reaching beyond the personnel
directly involved. These areas include job effectiveness, interactions with colleagues,
professional growth opportunities, and relationships with students. The proportion
reporting positive impacts in control over work, use of time, and status among peers is
close to the proportion of respondents who had participated in the program. Finaily, 51
percent -- far more than the 35 percent participating -- said that Providing for Potential
had a positive impact on their overall job satisfaction, while only 4 percent experienced
negative impacts. Twenty-seven percent credit the program with having a positive
impact on their decision to continue in their present positions. Overall, there were very
few reports of any negative impacts.

Continuation of the program as is was recommended by 37 percent of respondents, while
57 percent would like the program to be expanded. A total of 86 percent expect the
program to either be concinued as is or expanded. Six percent call the program
completely successful, 49 percent call it mostly successful, and 38 percent call it
moderately successful, again far exceeding the numbers based on participation alone.
Seven percent rated the program as mostly or completely unsuccessful.
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Key findings atnut respondents’ experience with Providing for Potential at M.S.D.

Wayne Township include:

C

Providing for Potential created opportunities for teacher innovation and
investment of talent into the improvement 4t their schools and their profession,
as well as to hoaor the excelient performance of many teachers in the district.
The perceived purpose of the program was, then, split between motivating
imprcved performance and enhancement of the teaching profession.

A wide variety of motivators are included in the program, each identified by 2
large percent of respondents. ]

{
The district supecintendent and other central office personnel were cited most
often as responsible for the programs initiation, development, and
implementation. Indivicual teachers and building principals were aiso

contributors to the development ¢f the program.

The state legislature and SEA were both involved in planning the program, in
terms of the request for proposals’ rulss and state funding stipuiations on
program design.

The most often identified form of needs assessment conducted relative to the
program was an administrative team study. A teacher co.nmittee and input
from the local teacher association were also identified by a large percentage of
respondents as needs assessment devices.

Over one-third of respondents have participated, either in lecadership or regular
capacities. Twenty percent more are cons.dering participation.

/ .

All rcspondc\ﬂ:s recognize the program as voluntary.

Very few negative impacts were reported, and in many cases the percentage of
respondents reporting positive impacts in different areas exceeded the number
who had participated. The implication is that there is a spillover effect where
the presence of the program creates positive impacts even for non-participants.

Fifty-one percent of respondents consider the program to have had an overall
positive impact.

The great majority recommend and expect the Providing {or Potential program
to be either continued as is or expanded.

Over half of respondents rate the program as completely or mostly successt ul.
An additional 38 percent rate the program a moderate success.
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Marshalltown Community Schoois: Mentor Teacher Program »

In teachers [ observed who had a mentor, great gains in teaching effectiveness are
apparent.

- secondary resource specialist

Marshalltown, lowa, is a city of about 26,000 people located 53 miles northeast of Des
Moines. Though the economy of the area is heavily based on agriculture, the Fisher
Controls Corporation and Lenox Industries, both located in Marshalltown, offer high-
tech employment, and have helped the city to maintain a diverse populace and economy.
Marshallto™ 1 prides itself on offering a-high quality of life. It has withstond fairly
well the economic malaise most of lowa has experienced from the slump in agricultural
and agribusiness. Higher education is available at lowa State University (40 miles
away) and Grinnell College, as well as the lowa Valley Community College, in
Marshalltowr.. The Marshalltown Community Schools enroll over 5,000 students at seven
clementary .chools, three junior high schools, and one high school, employing about 400

teachers.

The program under study is the Mentor Teacher Program. This program originated out
of a collaborative school improvement effort involving the Marshalltown Community
Schools, Grundy Center Community Schools, the University of Northern Iowa, and a
small grant from the Iowa Department of Education. Both Grundy Center and
Marshalltown School Districts used the university’s technical assistance and SEA funds
to create career development plans. It was initially thought that the two school districts
might continue to collaborate in the implementation of their plans. However, as their
interests diverged, it was decided that each would go it along, and Marshalltown
embarked on its Mentor Teacher Program in the 1986-87 school vear.

The Mentor Teacher program was designed to give support to new teachers, teachers new
to the district, and teachers in new assignments, while creating an opportunity tor
veterap teachers to enlarge the scope of their role by serving as mentors. Several survey
and interview subjects expressed the feeling that this program formalized and gave due
credit to what has long been an informal process. All new and reassigned teachers had a
mentor teacher assigned to work with them. Activities included monthiy breakfast
meetings, collaborative planning or material development, social activities, observations
by mentor and teacher 1n each other’s classrooms, discussions of scripted lessons, and
mentor teacher taking the teacher’s class so that teachers could observe other classes.
Overall, the most significant element for the new teacher is having someone with
knowledge of the district, experience, and an expressed desire to help.
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The program, by design, only affected a small portion of the Marshalltown faculty
directly - new and reassigned teachers, and an equal number of mentors. It was decided
to give the program a low-profile during its pilot run. Subsequent to this study, the
program was reconstituted as the Peer Counseling/Peer Coaching Program. This
expanded the concept of a mentor serving only new teachers to include peer counselors
and peer coaches who work with both new and experienced teachers secking professional

growth.

The Mentor Teacher program had a budget of $730 in 1986-87 and of $1,000 in 1987-88,
a 37 percznt increase. A slight increase was expected for 1983-85. In addition, the
reconstituted Peer Counseling/Peer Coaching Program is linked to Marshalltown’s Phase
III plan, which makes it eligible for additional state funding (see section on [owa above
for explanation of the Phase III program). Most of the budget under the mentor teacher
program was used to pay substitute teachers in order to give participants release time.
Th< remainder was used for travel and inservice costs. All of the first year’s funding

came from local school general revenues.

A random sample of one third of Marshalltown’s teachers and administrators were sent
surveys. Of 117 sent, 108 surveys were returned, for a response rate of 92 percent.
Eighty-six percent of respondents belong to the local teacher organization. Twenty-seven
percent had 30 or more hours beyond a master’s degree, and 26 percent had a master’s
degree with fewer than 30 additional hours. Only seven percent had fewer than 15
hours beyond a BA degree.

Sixteen percent of respondents had been at Marshalltown live years or less, though only
7 percent had five or fewer years of teaching experience. About 26 percent had been in
Marshalltown 20 or more years. A large majority (73 percent) expect to be in the same
position in five years, while 11 percent expect to be in a different position in the
Marshalltown schools. Nine percent expect to have retired. Only five percent expect to
fipg employment out of the Marshalltown Community School District, ¢ither in a

ditferent district or outside of education.

Improved teacher performance was the primary purpose of the mentor teacher program
identified by 79 percent of respondents. Sixteen percent viewed enhanced professional
status for teachers as the primary purpose, while 66 percent saw enhanced professional
status as the secondary purpose. Retention of teachers was a secondary purpose

according to 42 percent. This would be expected, as one aim of a mentor program is to
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facilitate successful inducticn of new teachers so that they will remain in the teaching
force. Marshalltown seems to have a relatively low teacher turnover rate; perhaps in a
high-turnover district, retention would rank even more prominently as a purpose fora

mentor teacher program.

Respondents identified a mix of inducements at work in the mentor teacher program,
with 95 percent citing increased effectiveness in teaching. Improved workplace
conditions, increased status as professionals, and enlargement of professional
responsibility were mentioned second, third, and fourth most often (55, 51, and 43
percents, respectively), and 20 percent included monetary reward as a motivator.

There seemed no singular notion of who was most responsible for initiating the program,
with 40 percent citing central of fice staff (other than the Superintendent), 17 percent
crediting the local teachker association, 9 percent indicating it was the state legislature,
and another 9 percent citing the local school board.

A wide range of parties are also perceived to have contributed to the planning and
development of the program: 82 percent ot respondents included central affice staff, 80
percent cited the local teacher association, 67 percent gave credit to individual teachers
in the district, and 54 percent included the superintendent. Also cited as contributors to
the development of the program were building principals (by 45 percent), local school
board (47 percent), outside researchers (UNI faculty)(29 percent), the SEA (26 percent),
~nd both the state legislature and the state teachers’ association were cited by 22 percent
of respondents. Of this large cast of contributors, central of fic- staff, local teacher
association, and individual teachers were most often given credit for being most
influential in planning and development of the program.

The same pattern emerged in the impiementation of the program, with central office
staff selected as most or second most influential hy 53 percent of respondents, 41
selecting individual teachers as most or second most influential in implementation of the

program, and 31 percent selecting the local teacher association.
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Seventy-two percent of respondents indicated that a teacher committee was used to assess
local needs in relation to this program, 68 percent cired an administrative team used to
assess needs, and 66 percent cited that the local teacher association input constituted
needs assessment. In addition, 32 percent reported that a teacher survey was conducted,
and 12 percent were aware of a schooi board hearing as a form of needs assessment.

Because the mentor teacher program vas a small-scale pilot operation, many respondents
did not know the selection criteria, resulting in 72 percent reporting that they did not

know if they were eligible to participate. Two percent did indicate that they had been
involved in a leadership role, while 6 percent said that they had become participants in
the program. Eight percent had chosen not to participate, and 12 percent believed they

were not eligible to participate.

Seven percent reported having been involved in the planning stage at either the district
or building level, and 13 percent kad become participants at some point during or after
implementation. We found that 39 percent of all respondents were considering
participation in the future. No involvement at this time or in the future was foreseen
by 4! .ercent of respondents. Participation in the program is strictly voluntary,

according to 86 percent of respondents.

Due to the low rate of participation, it was expected that in most categories of impact,
the majority would cite "no impact” which was indeed the case. However, in every
category, there was a positive impact cited by some respondents, and scarcely any
negative impact cited. The impacts on opportunities {or professional growth and
interaction with colleagues were positive according to 27 percent of respondents -- many
more respondents than actully participated in the program. Nineteen percent telt there
were positive impacts in status among their peers, 19 percent reported positive impacts
on relationships with students, and 18 percent indicated positive impacts on job
effectiveness. Ten percent experienced positive impacts in term of monetary benefits
(there were small stipends available to mentors). Overall job satisfaction was positively
impacted according to 24 percent of respondents -- again, exceeding the number who
participated. Some respondents commented that although . ey had not participated, the
fact that their district was doing this kind of thing was gratifying because it showed
them that gocd teaching was valued. Finally, 14 percent reported that the program had

a positive impac. (9 percent had specified verv positive) on their decision to remain in

the district.
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The program should be expanded according to 70 percent of respondents, while 15
percent wanted it continued as it was. Fifty-three percent expected program expansion
and 24 percent expected continuation.” Fifteen percent thought the program shouid be

terminated, and 16 percent expected it to be diminished.

Overall, 19 percent of respondents felt the Mentor Teacher Program was totally
successful or mostly successful, 53 percent rated it as moderately successful, 20 percent
rated the program as mostly unsuccessful, with another 9 percent ranking it as
completely unsuccessful. Comments on the surveys indicated that some respondents
assumed that the low profile the program had kept was somehow an indicator that the
program had not been successful or had failed to deliver services to them.

Key I'indings about respondents’ experience with the Mentor Teacher program 1t

Marshalltown Co: munity Schools include:

- Most respondents consider the goal of the program to be improved classroom
performance, with enhancement of the teaching profession and retention of
teachers as secondary purpcses.

- A wide array of motivators, from increased effectiveness in teaching (cited by
alraost all respondents), to enhanced career status, enlarged professional
responsibilities, and improved workplace conditions are used.

- Monetary rewards are considere¢ a motivator by only 20 percent of respondents.

- Central of fice staff and the local teacher association were most often identified
as the initiators of the program. -
A large number of parties contributed to the planning and development ot ;the
program, with central office stat'f, individual teachers, and the local teacher
association most influential.

~ul
.

- Central office staff, individual teachers, and the local teacher association were
considered most instrumental in the implementation of the program.

- A variety of needs-assessment strategies were used. A teacher committee, §n
administrative team, local teacher association input, and a teacher survey were
most often identified.

- Participation was limited by the program’s intent, and 72 percent were not surc
if they were eligible to serve as mentors.

- Participants reported mainly positive impacts, and in several areas, positive
impacts were felt by groups much larger than participants. Professional
growth and coliegial interaction especially stand out.

7. In fact, as reported above, the program was reconstituted into an expanded {form,
renamed the Peer Counseling/Peer Coaching Program.
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Overall positive impact expressed by a group larger than the number
participating indicates a positive spillover impact,

A large majority recommend and expect the program to be continued as is or
expanded.

The majority of respondents rated the program favorably, though 29 percent
rated it as mostly or completely ugsucccssf'ul.

<>
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Sheldon Communrity Schonls: Career Merit Salary Increment (CMSI) *

It was time to do something for those on the top of the salary schedule. This
program meets that need.

- elementary teacher

Sheidon, Iowa is set in the roiling countsy of the state’s far northwest corner. The
population is around 5,000. Sheldon is about 55 miles northeast of Sioux City and 28
mile south of the Minnesota state line, on the crossroads of US. Highwa/ 18 and Towa
State Highway 60. The area is predominantly agricultural, with some local employment
in agribusiness. Like most of Iowa and other midwestern states, this region has
¢xperienced financial difficulties in the past decade. However, education has always
been an important part of lowa’'s small towns, and Sheldua t2kss pride in its progressive
schools. Sheldon has one elementary school building housing grades K-4, a middle
school, and a high school, with a building principal assigned to each. Student enroliment

is about 1,100, and instruction is provided by a staff of 75 teachers.

The precgram under study in Sheldon was the Career Merit Salary Increment (CMSI).
This plan was designed to offer veteran teachers at the top step of Sheldon’s teacher
salary schedule the opportunity to receive salary increases based on merit. A point
system was devised whereby 15 points were required for a teacher to receive such an
increment. A teacher could earn five points of the 15 points simply for continued
tenure. In addition, one point would be awarded for each hour of graduate credit or
travel in position-related study, as approved by a committee of three teac.ers and two
administrators, with final approval by the superintendent. The teacher could also ¢arn
five points for any of the following: district curriculum writing, publication in 3
national jourmal, presentation at a national professional meeting, or receiving state or
national recognition such as an award from a professional or academic association.
Again, the committee of teachers and administrators determine whether or not a
particular activity submitted by a teacher meets the criteria for merit points. Lastly, a
teacher could receive a maximum of five points annually based on the recommendation
of the supervising principal.

At the time the program was initiated, about 20 percent (13 of 66) ol the staff were at
the top of their salary schedule and could apply for the CMSI. If successful, they would
receive a pay increase of $645. This program was negotiated into the tcachers’ contract
through collective bargaining. It was agreed that a teacher could not apply the same
graduate credits to both the CMSI and a lane change (e.g., from M.A. to M.A.+15).
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With passage of the Phase III program by the Iowa State Legislature, districts throughout
the state became interested in developing performance-based salary plans. For Sheidcu,
the dilemma was that the Career Merit Salary Increment was in place prior to Phase III,
and Phase III stipulates that the funds not be used to supplant local funds for a plan
already in place. Therefore, although a welcome source of additional money for
performance-based teacher salary program became available, Sheldon was unable to use
those funds to bolster its pioneer efforts at establishing a merit pay program.

The budget for the first year (1987-88) of the Career Merit Salary Increment was $2,580,
representing $645 awarded to each of four teachers. A slight increase in expenditures
was expected for 1988-89, as more teachers accumulated the points needed to qualify for
the CMSI. The budget was based on per teacher costs, with all money going into the
staff salary increases. Indirect costs born by the district were for administratio.. of the

program. The program was completely funded by local general revenue.

Surveys were sent to 40 teachers in Sheldon, 2 random sample of 61 percent, us well as to
two administrators and were returned by 40 individuals, for a response rate of 95
percent. Twenty percent of respondents had a master’s degree with up to 14 additional
hours, while 5 percent more had a master’s degree with 15-29 additional hours. One
respondent had over 30 hours beyond the masters level degree. Ten percent had fewer
than 15 hours beyond the B.A. degree. Fifty-three percent of respondents belonged to
the local teacher association -- by far the lowest rate of teacher organization membership
of the 21 sites.

Thoug. 20 percent had been employed by Sheldon Community Schools (or five years or
less, none had less than cight years of teaching experience. Thirty-seven percent had
been with the district 20 or more years. Looking ahead five years, 69 percent expected
to still be in the same position, while 15 percent expected to have retired.

Sixty-three percent of respondents considered improved teacher performance to be the
primary purpose of the Carecer Merit Salary Increment, while 28 percent believed that
enhanced status  professionals was the program’s purpose. Enhanced status as
professionals was named by over half the respondents as a secondary purpose of the
program, while improved performance and retention of teachers were named secondary

purposes by 38 and 28 percents, respectively.
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The most often cited form of motivation used by the CMSI program was monetary
reward, cited by 95 percent of respondents. Inc.eased effectiveness in teaching was
noted as a motivator by 80 percent, and increased professional status was cornsidered a
motivator built into the program by 55 percent. Forty-three percent considered awards

and recognition as a type of motivation the program uses.

There seemed to be an even split betweean the district superintendent (cited by 38
percent of respondents) and the local teacher association (35 percent) as most responsible
for initiating the program. The local superintendent was involved in the planning and
development of the program according to 85 percent of respondents, while the local
teacher association was involved in planning and developing the program according to
75 percent of those responding. Also involved were the local school board (cited by 38
percent), building principals and individual teachers (each cited by 43 percent of
respondents), and central of fice personnel (cited by 18 percent). Forty-six percent called
the district superintendent most responsible for planning the program, and 24 percent
gave the local teacher association the most credit for planning and developing CMSL

For implementation the district superintendent and local teacher association were again
named most often, cited by 76 and 41 percent, respectively, as most or second most
influential in program implementation. In this phase, the building principais seem to
assume a larger role, cited by 35 percent as most or second m st respr nsible for
implementation of the program. With {ive possible merit points based on the principal's
recommendation, it is understandable that at this stage the principal’s influence became
more sronounced. Other parties that appeared to have secondary roles in
implewmsentation were the local school board and individual teachers.

According to 70 percent of respondents, teacher organization input served as needs
assessment in relation to the CMSI. Sixty percent noted an administrative team had
conducted needs assessment, and 53 percent indicated that a teacher committee had
contributed to needs assessment. A teacher survey for needs assessment was noted by 23
percent of respondents.

By design, the Career Merit Salary Increment was only available to teachers ata certain
point on their salary schedule, and 40 percent indicated that they were ineligible for the
program; 20 percent reported not knowing whether on not they were eligible. Ten
percent said they have served in program leadership roles, 23 percent have participated
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in other ways, and 8 percent have chosen not to participate. Eighteen percent incicated
that they first participated during the planning stage of the program, |5 percent began
to participate during implementation, and 10 percent gx;st participated after the program
was fully established. For 25 percent of respondents, there is no expectation of
participating in the program at any puint in the future.

While 62 percent believed that the CMSI is completely voluntary, 21 percent indicated
that certain aspects of the program are mandatcry, anc¢ 10 percent had the impression
that participation in the full program is mandatory.

Since many staff were ineligible to participate, a large number reported "no impact” for
most areas. Twenty-eight percent did indicate that the program had a very or slightly
positive impact on their job effectiveness, far in excess of the number who had received
merit increases. Sixty-four percent cited very or slightly positive impacts oa
professional growth, which would seem to indicate significant spillover impacts.
Positive impacts to salaries were felt by 44 percent, again indicating a spillover impact
and perhaps including those who anticipated receiving salary benefits in the future.

However, 31 percent reported negative impacts (8 percent specified very negative) on
interaction with colleagues. The same number -- 20 percent -- felt that impact on peer
relations was negative as felt that the impacts on peer relations was positive. The cause
of negative impact, revealed in comments and interviews, was primarily disagreement
over evaluation and decisions made in thc award of merit points. Without specific
guidelines to follow, .he committee making the decisions was in the difficult position of
having to make judgements with no precedent to follow. It is in the evaluation of
merit that many similar plans encounter problems.

Despite the problems with collegial interactions, the impact on overall job satisfaction
was very or slightly positive for 33 percent of respondents, and slightly negative tor
only 8 percent, with no "very negatives” reported. The remainder felt no imnoct. Also,
33 percent cited this program as having a positive impact on their decision to remain in
their present position. This may have significance as we see a high percentage of
Sheldon’s teachers nearing retirement. On the other hand, 8 percent felt the program
had a negative impact on their decision to remain at their job.
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The program should be continued as is according to 38 percent of respondents, while 40
percent would like the program to be expanded. Fifteen percent would prefer a
diminished program, and eight percent would like the program terminated completely.
Expectations for the program are high, with 55 percent expecting it to be expanded and
38 percent expecting it to be continued. Some respondents may have based predictions
of an expanded program on the assumption that the CMSI can be reconstitured into a
Phase III program, funded by the lowa state legislature.

No one rated the CMSI program a complete success, and ro one rated it completely
unsuccessful. It was mostly successful, according to 13 percent of respondents,
moderately successful according to 69 percent, and mostly unsuccesstul according to 13
percent. This rating for success indicates *hat the negative impacts felt in several areas
did not mar all feelings about the program or its.future prospects.

Key findings about respondents’ experience with the Career Merit Salary Increment

Program at Sheldon Community Schools include:

- The program was developed to increase teacher performance, with enhancement
of the teaching profession and increased teacher retention as secondary
purposes.

- Monetary rewards are viev.ed as the principal motivator, though increased
professional status and improved effectiveness in teaching were also cited as
inducements by many respondents.

- Credit for the program’s initiation, development, and implementation is shared
by the district superintendent and local teacier association.

- Building priacipals contributed along with local school board and individual
teachers in planning the program, and become more significant contributors
during the implementation phase.

- Local teacher association’s input was most commonly recognized as the source
of needs assessment, with an administrative team, teacher committes, and
teacher survey also noted.

- About one-third of respondents were involved cither in leadership roles or as
participants in the program.

- About 60 percent of respondents were ineligible or unsure of their eligibility
status.

- There is lack of agreement as to whether or not participation in the program is
required or voluntary.

- Large numbers of respondents indicated no program impacts, reflecting low
participation rates.
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Reports of positive impacts on p

salary indicate some positive spi

Negative impacts in the areas of status among peers and collegial relations are
indicative of some discord caused by the evaluation and process of awarding

merit points.

The overall recommendation is to expand or continue the program, with 85
percent rating the program as mostiy or moderately successful.
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rofessional growth, job effectiveness, and
llover impact in at least these domains.
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South Winneshiek Community Schools: Tuition Reimbursement for Graduate Study ’
(TRS3S)

[ was very impressed that a small district had the foresight to provide this for its
faculty. I feel they truly want trained, up-to-date people.

- secondary special education teacher

The South Winneshiek Community School District serves students in the southern portion
of Winneshiek County in northeastern lowa. The district is located in the town of
Calmar, population about 1,000, 11 miles south of Decorah and 26 miles south ot the
Minnesota state line. The area is hillier than most of lowa, earning it the nickname
“Little Switzerland”. This natural beauty and a number of nearby historical attractions
are used to promote tourism in the area. Northeast [owa Technical College has a campus
in Calmar, and Luther College in Decorah is a regional center for education and culture.
Agriculture is the mainstay of the region economically. The South Winnes. "=k
Community School District operates two schools, an elementary and a seconda., center,
with a staff of 50 teachers and 702 students enrolled.

The program under study at South Winneshiek is Tuition Reimbursement for Graduate
Study (TRGS). The concept is quite simple: teachers are reimbursed for graduate credit
as long as the courses they take fail within their present teaching area or major area of
study. The rate of reimbursement is 50 percent of tuition at any of the three state
universities (The University of lowa, lowa State University, and the University of
Northern lowa) or 50 percent of tuition at any other coilege or university not to éxcee
50 percent of the tuition for courses at the University of lowa. Reimbursement is not
available to teachers on leave of absence.

By gaining graduate hours teachers may qualify for movement into higher salary lanes.
South Winneshisk’s salary schedule has the tollowing lanes: 8.A., B.A.+15, B.A.+30. M.AL
and M.A.+15. Thus, the incentive value of the TRGS is both the opportunity to pursue
professional growth and improvement, and the chance for teachers to earn salary
increments.

In 1986-87, TRGS was budgeted for $3,000. This amount doubled to $6,000 in 1987-88.
with a slight increase expected for 1988-89. One reason for the growth in the program
was the initiation of a Masters in Education Program offered by The University ot
Northern Iowa at the Northeast lowa Technical College campus in Calmar. The [ull
amount budgeted is used for staff reimbursements and has been paid for with local
general revenue funds. The costs of this program are written into the district budget as

staff fringe benefits.
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To assure the minimum samnle size of 40 teachers, 80 percent of South Winneshiek’s
professional staff were randomly selected and sent surveys. Forty usalle surveys were
returned, a response rate of 95 percent. Ten percent of respondents held a masters
degree and another 10 percent held a master’s degree with 15 or more additional hours.
Eighteen percent had a B.A. with no more than 14 additional hours. Ninety percent of
the respondents trom South Winneshiek belonged to their local teacher association.

Twenty-three percent of the respondents had been in the district five or fewer years,
while 8 percent had been there 20 or more years. This is a much smaller group of
veteran staff" than we typically encountered. However, only 8 percent have five or
fewer years of teaching experience, while 25 percent have 20 or more years of teaching
experience. Looking ahead five years, 60 percent expect to be in the same position and
another ten percent expect to be in a different position in the district. Only 5 percent
expect to have retired, and five percent more expect to be working in a field other than

education.

The primary purpose of the TRGS program is perceived by 85 percent of respondents to
be improved performance of teachers, while 13 percent identified enhanced status ¢
teachers as professionals as the primary purpose. Enhanced status of teachers as
professionals was a secondary purpose according to 72 percent. One-third considered
recruitment of teachers a secondary purpose of the program, and 23 percent indicated
that teacher retention was a secondary purpose as well.

Several motivators appear to be driving this program. Ninety percent of the respondents
indicated that increased effectiveness in teaciaing was an inducemen in this program, 32
percent considered the monetary rewards a motivator, and 59 percent report that

increased status as professionals is an incentive.

The two parties identified as most responsible for initiating the program were the local
teachers’ association (named by 42 percent of respondents) and the local school board
(named by 39 percent). Ninety-two percent cited the local school board for involvement
in planning and development of the program, 76 percent indicated that the local teacher
association played a role in developing the program, and 68 percent considered the
superintendent a key contributor to the planning and 5 velopment of the program.
Individual teachers were cited for planning the program by 38 percent of respondents,
while the state teachers association and building principals each were mentioned by 27

percent of respondents. The local teacher organization was mentioned as most



influential in planning and developing the program by 38 percent of respondents, with
district superintendent cited by 30 percent and local school board named by 24 percent

as most influential in developing the program plans.

The local teacher organization was most often identified as most or second most
influential to program implementation {53 percent) while 50 percent considered the local
school board as the most or second most influential to program implementation. The
district superintendent was cited by 38 percent of respondents as the most Or secotiu

most influential to program implementation.

Several strategies for needs ssessment relative to the TRGS program appear to have

been employed. Seventy percent of respondents report that teacher organization

é--_-

input was used as a need. assessment strategy, 66 percent of respondents cited an

administrative team as a form of needs assessment, 54 percent indicated that a teacher
survey had been conducted, 40 percent point to a teacher committee as a form of needs
assessment strategy, and 37 percent are aware of a school board hearing that served (0

gather needs assessment data.

Participatior in the TRGS was high, with 72 percent of respondents participating and
another 5 percent serving in leadership roles. Thirteen percent cliose not to participate;
the remaining '2 percent are ineligible or don’t know if they are eligible for the
program. Whi ¢ 18 percent became involved during the planning stage, and 20 percent
joined in during the program’s implementation stage, the largest group, 39 percent.
became involved in the program af'ter it had been established. Thirteen percent of
respondents had not been involved but were considering future participation. All but

The TRGS program was rated by respondents as having very favorable impacts. Forty-
six percent rated it as having a very positive and 35 percent as slightly positive impact
on job effectiveness, for a total of 81 percent favorable rating. More impressive, 92
percent gave the program a positive rating (with 70 percent very positive) for impact on
profsssional growth. For 78 percent of respondents the program had a favorable impact
on salary, and in most categories at lcast half of respondents indicated positive impucts.

The impact on overall job satisfaction was positive for 70 percent of respondents (43
percent specifying verv positive impact). For 32 percent the program had a very

positive impact on their decision to remain at their present position.

. one respondent understood the program to be completely voluntary.
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Respondents recommended either that the TRGS program be expanded (43 percent) or
continued as is (57 percent). This was the only one of the 21 programs that did not have
even one respondent recommend diminishing or terminating the program A few South
Winneshiek respondents expected reductions or termination, but 89 percent expected the
program to be continued or expanded. Twenty-two percent called this program a
complete success, 56 percent felt it was mostly successful, and 19 percent rated it as

moderately successful.

Key findings about respondents’ experience with the Tuition Reimbursement for
Graduate Study Program at South Winneshiek Community Schools include:

The program was devised to promote improved performance through graduate
study, rather than an in-district staff development model.

Enhanced professional status, teacher recruitment, and teacher retention are all
secondary purposes for this program.

Increased effectiveness in the classrcom and monetary reward are both strong
motivators for this program. Increased status as professionals also serves as
motivation for some participants.

The local school board and local teacher organization were both identified as
having leading roles in the initiation, planning, and implementation of the
program. The district superintendent became involved during the planning
stage, with individual teachers and principals somewhat involved.

A variety of needs-assessment mechanisms were used including teacher
organization input, an administrative team, a teacher survey, and a teacher
committee. About a third of respondeats indicated that school board hearings
were held on the martter.

_Participation rates had been quite high at 72 percent. Most participants became
involved arter the program was implemented, and many who have not yet been
involved are considering participation in the future.

The program has had very positive impacts, according to respondents,
particularly in the areas of job effectiveness, professional growth opportunities,
and salaries; there were very few reports of negative impacts.

The program had a positive impact on overall job satisfaction for 70 percent of
respondents, and a positive impact on decision to remain in the present position
for 51 respondents.

All respondents recommended that the program be continued or expanded, and
most expected one of those outcomes to occur.

Ninety-seve - percent of respondents gave the program a success rating, with 22
percent call- 1g it completely successful.
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Dearborn Public Schools: Consulting Teacher Program ﬁ

A fine example of teachers helping teachers in a positive way so that our profession
continues 0 keep only the best teachers.

- elementary teacher

Dearborn, Michigan, is a suburb of Detroit with a population of about 90,000. Nested in
Detroit’s southwest corner, Dearborn is an older suburban community with many of its
community services and amenities long established. The Ford Motor Company is
prominent in Dearborn, both in terms of empioyment at Ford’s plant and offices, and
historically, with Greenfield Village and The Henry Ford Museum being nationally
renowned attractions. A campus of the University of Michigan is located in Dearborn.
as is the Detroit College of Business. The Dearborn Public Schools enroll over 12,500
students at |8 elementary schools, five junior high schools, and "hree high schools. The
district employs about 840 teachers.

The program under study at Dearborn is the Consulting Teacher Program. This program
was established in response to hiring a large pool of new teachers, following a long
period of few new hirees due to enrollment decline and staff attrition. With the surge
of national interest in teacher induction, and recent information and resources available,
Dearborn Public Schools established the Consulting Teacher Program to improve the
induction of its new teachers. Consulting Teachers were selected to work with the new
hirees in a variety of ways, including: to acclimate them to district and building
procedures, to of fer advice in the design and management of instruction, and to observe,
review, and evaluate new teacher’s classroom performance. Consulting teachers arc on
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leave from classroom teaching assignments and perform their new role on a full-time
basis. Training for the Consulting Teachers was provided by the district prior to

Leginning their assignments.

After the initial year the program was scaled down co. "iderably because it happened
that new (first year, non-tenured) teachers were not hired by the district. However, 2
large number of teachers are approaching retirement in Dearborn, and the district will
need to hire many new teachers in the near future. In addition, there are plans to
expand the Consulting Teacher program beyond the induction of new teachers to include

neer assistance and review for any teacher not performing up to ¢valuation standards.
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In its first year (1986-87) the Consulting Teacher Program had a budget of $395,960,
computed on a per teacher basis, and funded by local general revenues. The budget was
considerably reduced in its second year to $133,956 due to the lack of first-year teachers.
A large increase in funding was expected in 1988-89. in anticipation of needing to hire

many more new teachers, as well as expanding the role of the program. The majority of
the funds were used for staff salaries, witn 10 Consulting Teachers on staff the first
year, and three the second year. In the first year, about 34,435 was used for training,
and the rest of the funds were used for materials, substitute teacher costs, and

additional compensation.

An established maximum saniple size of 130 teachers was applied. In Dearborn that
meant that a random sample of 16.4 percent of professional staff was drawn. Ninety-
seven surveys were returned, a response rate of 69 percent. Almost-three fourths of
respondents have a master’s degree and almost one fourth have at least 30 hours béyond
the master’s. Only 9 percent have fewer than 15 hours beyond the B.A. degree. All z«:;

N LN
teachers who responded (86 percent of all respondents) belonged to the local teacher

association.

Nine percent were in their second year with the Dearbora Public Schools -- this is the
group who worked with the Consulting Teachers in the program’s first year. In all, 14
percent had been with the district five or fewer years, aid 13 percent had five or less,
years of teaching experience. Forty-seven percent had been at Dearborn 20 years or )
more; 1§ percent had been there 30 or more years. Looking ahead five years, 55 percent
expect to be in the same positior, but 24 percent expect to have retired. The group
nearing retirement is much larger than was found in any of the other study sites.
Thirteen percent expect to remain with the Dearborn Public Schools, but to be in
another position.

4

Two-thirds of respondents consider the primary purpose of the Consulting Teacher
Program to be improv.ng teacher performance. Most of the remainder - 22 percent-
perceive enhanced status of teachers to be the programs purpose. Fifty-six percent of
respondents said enhanced teacher status was a secondary purpose, 38 percent considered
teacher retention to be a secondary purpose, and 25 percent indicated that improved
teacher performance was a secondary purpose of the program.
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Increased effectiveness in teaching was considered to be a motivating force in the
program by an overwhelming 98 percent of respondents. For 52 percent 3 motive was
increased status for teachers, while enlargement of responsibility and improved
conditions in the workplace were each included as motivators by just over 25 percent of

all respondents.

Central office personnel and the local teacher federation were each selected by 35
percent of the respordents as most responsible for initiating the program. Fourteen
percent thought the local school board was most responsible. Central office personnel
and the local teacher federation were most often 1dentified as planners and developers
of the program, cited by 85 and 81 percent of respondents respectively. Almost all
respondents considersd one of those two parties most influential in developing the
program. Other contributors to planning and development of the Consulting Teacher
Program were individual teachers (named by S35 percent), building principals (54
percent), di,crict superintendent (52 percent), and the local school board (49 percent).

Over half of respondents felt the local teacher federation had the most or second most
importanse in implementing the program, and over half gave the same credit to central
ofiice personnel. Individual teachers were cited next in importance for the
implementa‘ion of the program followed by building principals.

A variety of methods were used for needs-assessment data in relation to this program.
Most often noted was an administrative team (cited by 76 percent of respondents),
followed by teacher organization input (59 percent), a teacher committee (48 percent),
and a teacher survey (4 percent). Thirty percent mentioned a teacher supply and
demand study as a form of needs assessment. This use of teacher supply and demand
data seems reasonable since the Consulting Teacher Program was itself a response to an
impending need to hire teachers.

Twenty percent of respondents indicated that they had participated in the Consulting
Teacher Program, with an adaitional 3 percent acting in leadership roles. Eighteen
percent chose not to paiticipate, 31 percent were ineligible to participate, and 28 percent
did not know whether or not they would be eligible for the program. Of those who had
participated, most (18 percent) had gotten involved early in the program’s
implementation. Eight percent of respondents were involved in the planning stage ot the
program. Sixty percent did not expect to have any involvement with the program at any
time.
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While 43 percent indicated that participation in the program was mandatory, 31 percent
believed it to be strictly voluntary, and 17 percent said it was mandatory for some staff

members (most likely referring to new teachers).

As a program intended to serve and include a small and specific segment of this large
faculty, it was expesced that most respondents would have felt no impact in most areas,
and this was the case. However, in most areas the number of respondents who felt some
positive impact far exceeded the 23 percent who had been program leaders or
participants. This would imply that the presence of the program had a positive spillover
impact on many non-participants. At the same time the number who reported any

negative impacts in any caiegory was negligible.

Areas where positive impact exceeded levels of participation are: job effectiveness (35
percent of respondents felt a positive impac*, with 20 percent having selected ‘very
positive™); control over work (25 percent felt a positive impact); interaction with
colleagues (40 percent); professional growth opportunities (38 percent); and overall job
satisfaction (32 percent). For 23 percent of respondents -- the same percent that had
participated -- the Consulting Teacher Program had positive imp.cts on their decision to
remain in their present job, with 13 percent indicating that impact was very positive.

Only six percent indicated there was any impact at all on salary levels and those all
specified "slight” positive impact. There was no negative impact on salary o1 decisions
to remain in present position, and only one person reported a negative impact on overall

job satisfaction.

Forty-nine percent of respondents recommended the program be continued, and 28
percent recommended it be expanded. Although there were few indications of negative
impacts, 16 percent recommended that the program be terminated. Only 42 percent
expected the program to be continued as is, and 18 percent expected it to be expanded.
Twenty-seven percent expect it to be diminished, and 13 percent expect it 10 be
terminated. For 48 percent of respondents the program was mostly successful, while for
27 percent it was a moderate success. Twelve percent believe the program to have been
a complete success. Eleven percent considered the program mostly unsuccessful, and 3
percent called it completely unsuccessful. While these negative ratings should be
considered, it is useful to remember that numbers far in excess of those who actually

participated rated the program as a success.
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Key findings about -espondents’ experience with the Consulting Teacher Program at
Dearborn Public Scheuis include:

About two-thirds of respondents believe the purpose of the program is to
improve the performance of teachers, with enhanced status for teachers as
professionals and teacher retention as secondary purposes.

Almost all respondents view increased teacher efficacy as the strongest
inducement the program offered, with about half considering increased
professional status to be a motivator as well. About one-fourth consider
improved workplace conditions or enlargement of responsibilities as
inducements found in the program.

The program was initiated by the local teacher federation and central of fice
personnel.

Central of fice personnel and the local teacher federation were also most
influential in planning and developing the program.

Individual teachers, building principals, the superintendent, and the 4istrict
school board were named as contributors to plann.ng and development of the
program by half the respondents.

Imp! ;mentation of the program was led by central office staff and the local
teacher federation. Individual teachers and principals also contributed to the
process.

A variety of needs assessment strategies were used. An administrative teum,
teasher federation input, teacher committee, and teacher survey were
mentioned.

A teacher supply and demand study provided needs assessment data according
to about 30 percent of respondents.

Fewer than one-fourt of respondents had participated or had been program
leaders. Almost 60 percent of respondents were either ineligible to participate
or did not know if they were cligible.

Most participants became involved early in the program’s implementation.

Sixty percent do not foresce themselves as participants in the program at any
future time.

There js uncertainty among tespondents as fo whether or not the program is
mandatory or volur:ary. The number who calied the program mandatory
exceeds the 23 percent who participated, indicating some contusion in the
terms. Eighteen percent said the program is mandatory for some personnel
(first-year teachers).

Though the majority of respondents wcre non-participants and felt no impact
from the program, there appears to be some positive spillover impact for some
of the non-participants.

Areas where positive spillover impacts Werz reportec include job effectiveness.
control over work, interaction with colleagues, professional growth, and overall
job satisfaction.
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There were few positive or negative impacts reported in terms of salaries or
fringe benefits.

The program had a positive impact on decisions to repfain in present positions
for 23 percent of respondents -- the same pcrccntaﬁi\nvolvcd as program
leaders or participants.

Almost three-fourths of respondents recommended the program be continued as
is or expanded. Fewer expect the program tc be continued, and about 40
percent expect it to be diminished or terminated.

The great majority -- about 87 percent -- rated the program as having some
degree of success, and 12 percent who called it a complete success.
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Lansing Public Schools: Quaiity of Work Life Committee - Employee Recognition *
Program

A little recognition or support can mean a world of difterence insofar as
enthusiasm, ¢reativity, energy, commitment, and increased self-esteem.

- special education consultant

L ansing is Michigan’s state’s capital, with a population of about 130,000. Adjacent is
East Lansing, with a population of about 50,000 and the home of Michigan State
University. [n addition to state government and high-r education, the area is a
manufacturing center, particularly automobile production. The Lansing Public Schools
enroll about 23,500 students at 33 elementary schools, four middle schools, three high
schools. an alternative education cente-, a vocational education center, and a special
education facility. The district employs almost 1,300 teachers.

The program under study in Lansing is the district’s Quality of Worklife Committee.
This committee was established in 1981 to develop activities that would add credence to
‘he district’s motto: "The Lansing Public Schools ... There's no better place to learn and
work." The activities sponsored by this committee are intended to encourage staff
communication and interaction at each work site within the districi. The committee
consists of and serves all district employees -~ numbering over 3,000 -- including support
and service personnel as well as certified staff. In its first four years, the committee
established the following activities: The Employee of the Month; Years of Service
Recognition Program; a district-wide employee retirement reception; the Meritorious
Service Award; the Outstanding Contribution Award; and RESOLVE (the Lansing School
District Employee Assistance Program).

The Years of Service Award is given to employees marking their twentieth, twenty-{it'th.
and thirtieth anniversaries of employment with the district. The Retirement
Recognition Receotion honors all retirees having completed 15 or more years of service
to the district. Recipients of the Employee of the Month Award must be nominated and
must meet the following criteria:

—
.

The individual performs his/her daily work competently, and

2.  The individual has, through his/her own initiative, ingenuity, or creativity,
done something out of the ordinary to enrich the lives of the students or staff
with whom he or she works.




The Outstanding Contribution Award is bestowed upon an employee who has made a
contribution to the district that is broad in scope, a function of the employee’s personal
effort, and beyond that individual’s normal work responsibility. Individuals are
nominated by their peers for this award. The Meritorious Service Award is given to any
employee who has been recognized for making a significant local, state, national or
international contribution either within or outside of the field of education.

The RESOLVE program offers employees confidential counseling to cope with personal
physical, emotional, legal, or financial problems such as: impending retirement,
bereavement, change in work assignment, alcoholism or drug abuse. RESOLVE accepts
clients on the basis of self-referral, family referrals, and school district referrals. In the
latter case, an cmployee’s supervisor or union steward may make a referral to RESOLVE
if he or she believe that an employee’s personal problems have contributed to a
documented decline in performance. It is, however, the employee’s choice to seek
RESOLVE's services. RESOLVE services are offered through a contract with the
Lansing Public Schools. Although a fee is charged, in most cases employee health
insurance pays the charges.

In 1986-87 the Quality of Worklife Committee’s budget was $5,000. That increased by
140 percent to $12,000 in 1987-88. The increase came from the school district assuming
the cost of the RESOLVE Program. A slight increase was expected for 1988-89. Most of
the funds are used for materials, and the district carries indirect costs of program
support through its personnel of fice. All funds are generated by local general revenues.

fhe maximum of 130 teachers in a sample applied in Lansing. A random drawing ot tcn
percent of certified staff vielded a 138 person sample, and 84 surveys were rcturned for
a response rate of 61 percent. Nineteen percent of respondents were black and 3 percent
were Hispanic. Forty-cight of respondents had a master’s degree with up to 14
additional hours, and 31 percent had |5 or more hours beyond the master’s level. Only 5
percent had less than 15 hours beyond the B.A.

Virtually all teachers were members of the local teacher association. Ten percent of
respondents had been employed by the Lansing Public Schools for five or fewer years,
though only 6 percent had five years or less experience teaching. Thirty percent had
been with the district for 20 or more years.
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Fifty-four percent expect to be in the same position in five years, while 15 percent
expect to have retired by then, and 18 percent expect to still be with the Lansing
schools, but in a different position. Seven percent expect (o be in positions outside the

field of education.

Fifty percent of respondents felt the primary purpose of the program was enhanced
professional status, while 46 percent felt that improved performance of teachers (stal’f')8
was the purpose of the program. Teacher retention was a secondary purpose according

to 25 percent of the respondents.

The most often cited motivator used by this program is awards and recognition, cited by
80 percent of respondents. Increased teacher efficacy functions as a motivator in this
program according to 62 percent, increased status is a motivator in this program
according to 57 percent, and 54 percent felt that the program of fers improved workplace

conditions.

No individuals or groups emerged as the dominant leader in initiating the program. The
local school board was credited with initiating the program by 25 percent of
respondents, the local teacher association thought to have initiated the program by 20
percent, and 17 percent indicated that central of fice staff had initiated the program.
Six parties were ecach identified by only 3 to 9 percent of respondents.

A host of parties shared credit for planning and developing the Quality of Worklife
Commuttee and its programs. The school board and the local teachers association were
each identified by 64 percent of respondents as planner/aeveloper of the program.
Individual teachers contributed to planning this program according to 56 percent of
respondents, and 52 percent felt that central office personnel were involved. Building
principals played a role according to 49 percent of respondents, 38 percent indicated the
district superintendent had a role, and 30 percent cited the state teachers’ association.
QOutside researchers, the intermediate education service agency, and the state legislature
were each cited by about 14 percent of respondents. Central ofice personnel received
nods as most influential in planning and developing the program from 26 percent of the
respondents, more than any other party.

8. Numerous respondents pointed out that this program applied to all district staff, not
only teachers. However, ror consistency the report findings speak in terms of
teachers.
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The local teacher organization, individual teachers, and central office staff, were
thought of as the most or second most important program implernentors by 37, 34, and 32
percent of respondents, respectively. Twenty percent felt building principals were most
or second most important implementors. No other parties were thought to have played a

major implementation roles by more than a few respondents.

Seventy percent of respondents reported that an administrative team provided needs-
assessment data relative to this program. According to respondents, teacher input played
a major role, with 59 percent reporting that the local teacher association provided needs-
assessment data relative to the program, while a teacher survey and teacher committee
each contributed needs assessment according to 50 perceat. Seventeen percent cited a
teacher supply and demand study as a source of needs assessment data.

Twenty-six percent of respondents had participated in the program, with another 2
percent acting in leadership roles. Eleven percent had chosen not to participate,
Curiously, not a single respondent actually knew that he or she was ineligible, but 6l
percent did not know if they were eligible for the program. (In fact, anyone is eligible
to nominate someone for an award or to be nominated, and any employee can use the
RESOLVE program.)

Of those who had participated, most became involved after the program was in place (18
percent of all respondents). Only 3 percent were involved during the planning process.
Nineteen percent were considering involvement in the future, but 47 percent did not
foresee themselves participating at any time in the program. Participation was
identified as strictly voluntary by 83 percent of respondents. Nine percent believed that
for some employees participation was mandatory.

Of course only a small percentage of all Lansing’s employees has actually received onc
of the awards or used the RESOLVE program. In such cases it is typical for the

ma jority of respondents to report "no impact” in most areas. What is of interest is to see
where the numbers experiencing positive impacts exceed pa:ticipation levels, indicating
a positive spillover impact where the presence of this program in some way conveys 2
positive value even to a number of non-participants. What is also of concern is
identification of areas with many respondents claiming to have felt negative impacts.
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There were such positive spillovers in Lansing’s program. For example, 31 percent of
' respondents experienced some positive impact on job effectivencss, 4C percent had felt a
positive impact on interaction with colleag:es, 33 percent reported to have felt a positive
impact on status among peers, and 37 percent thought the impact on professional :owth
opportunities was positive. There were negative impacts for some respondents + ‘rms
of decision making. Eleven percent felt the program had negative impacts :* ‘= her
input into building level decisions, and ten percent expressed negative impact on teacher

input into district level decisions.

Forty-one percent, clearly exceeding the participant group, felt the program had a
positive impact on job satisfaction (18 i *rcent specified verv positive impact), and 21
percent said it had a positive impact on their decision to remain in their present job.
Seven percent elt the program had 2 negative impact on that decision. Ten percent
experienced positive impacts in term of salary, perhaps considering the RESOLVE
program as a fringe benefit. However, seven percent felt the program had verv negative

impacts on salary and fringes.

While most respondents felt no impact from the program, 45 percent recommended it be
continued as is and another 43 percent recommended thac it be expanded. [t may be

that though the program had not touched many of the respondents directly, they

Twelve percent wanted the program to be diminished or completely terminated. The
expectation of 62 percent was that the program would be continued in its present form.
and 22 percent expected it to be expanded. 1welve percent expected the program (o be
diminished. Fifty percent rated the program overall as moderately successful. However.
27 percent rated the program as mostly or completely unsuccessful, wuile only 23 percent

rated the program as mostly or completely successful.

Key findings abe it respondents’ experience with the Quality of Worklife Committee at
Lansing Public Schools ..:ciude:

- Most respondents view the program as a way to enhance the status of teachers
as professionals, with improvement of teacher performance ranked second as
the purpose of the program.

- The program uses a variety ot motivators. The most agreement was around
awards and recognition, cited by 80 percent of respondents. Increased teacher
efficacy was next, followed by increased teacher status, enlargement ot
responsibility, and improved workplace conditions.

l recog.ized it as a positive element in the district that may even merit expansion.
)
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No strong identification of the program with one individual or group was
apparent. The local teacher association, central office staff, and local school

board were most often cited as the initiators of the program.

Individual teachers were seen as important participants in planning the

program by many respondents, along with the local teacher association and
central office staff. The district school board, superintendent and building
principals were also viewed by some respondents as contributors to program

planning.

Implementation seemed to be mainly attributed to the local teacher association,
central office personnel, and individual teachers. Principals were sometimes
mentioned as well.

An administrative team was most often recognized as a form of needs
assessment, but several strategies with a teacher focus -- teacher survey, teacher
committee, and input from local teacher association -- were each mentioned by
over half of the respondents.

Twenty-eight percent of respondents had been leaders or participants in the
program,

Sixty percent did not know whether or not they were eligible to participate in
the program, and about 50 percent did not anricipate involvement in the
program at any time.

Most respondents identified the program as completely voluntary.

The data suggest spillover impacts in the areas of relations with colleagues,
professional growth, status among peers, and job effectiveness.

Negative impacts were reported in the areas si input into building and district
level decision making.

Ten percent reported positive impacts on salary and f{ringes, while 7 percent
felt the impact on salary and fringes was negative.

Eig_hty-eight percent recommended that the program be expanded or ¢ontinued
as 15, and close to that many expected such results.

While 50 percent call the program a moderate success, there were more ratings
of mostlv or complet:ly negative (27 percent) than of "mostly or completely”
positiv: (23 percent).

1«
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Olivet Community Schools: Instructional Theory Into Practice (ITIP)/Scripting ‘

I am grateful for the jargon to converse with my colleagues about my work and the
opportunity to go to other classrooms and to have others in mine.

- K-12 specialist teacher

Olivet is a community of about 1,600 people in southern Michigan. Olivet is located 30
miles south of Lansing and 14 miles north of Marshall, along Interstate Highway 69.
The surrounding area is primarily agricultural, though excellent highway connections
enable residents to seek employment in Lansing, Marshall, and Battle Creek. Olivet is
also the home of Olivet College, a four-year institution. The Olivet Cemumunity Schools
serve about 1,140 students at thres sites: an elementary school, a middle school, and a

high school. There are 65 teachers and five administrators on the staff.

The program under study at Olivet is Instructional Theory Into Practice (ITIP), with a
Scripting component. This is a staff development model that has received nationwide
attention. The Scripting component facilitates application of the ITIP instruction in
teachers’ classrooms. Lessons are scripted in advance to ensure that the elements of ITIP
are incorporated into the lesson design, and to serve as a basis for evaluating the
deliverv of the lesson. The Olivet Community Schools adopted this model and began
their own in-district program for all professional staff. The actual training module was
purchased from the Calhoun Intermediate School District (the intermediate agency
servicing Olivet). However, rather than send teachers to the intermediate agency of fice
to receive training, the district brought the training to their site. This was not the one
shot "dog and puny show" that often passes for staff development. especially in resource-
poor small schools, but a full-fledged, long-term program complete with built-in support
structures and local capacity building.

One-third of all staff began the program during the first year. In the second year
another third began study of ITIP, while a portion of the first-year group received
advanced training and were able to serve as coaches for the new group. Finally. in 2
year three, the remaining third of teachers went through the initial program, while
members of the first two year’s groups progressed in their advanced training. The
program has been so well received that neighboring local districts sent personnel to
Olivet to participate. With the initial immersion into ITIP almost complete, Olivet staff
were planning to continue and expand the on-site staff development program, in order

develop a norm of applied professional growth.
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In year one of the program (1986-87) $5,866 was budgeted for the ITIP and Scripting
program. This increased in year two to $8,900, as the second group of teachers entered
the program. The budget was expected to decrease slightly in the 1988-89. ITIP was
"purchased" from the intermediate education agency at a set per-teacher rate. The
district was able to use Chapter II funds to support this program. Additional costs
absorbed by the district were for substitute teachers to allow participants release time.

With only 65 teachers at Olivet, the minimum sample size of 30 teachers was applied.
Thus, a random sample of 66 percent of all certified staff was drawn. Thirty-nine
surveys were returned, for a 91 percent response rate. Thirteen percent had fewer than
15 hours beyond the B.A. degree, while 36 percent held between 15 and 29 hours beyond
the B.A., and 18 percent had 30 or more hours beyond their bachelor’s degree. Eighteen
percent of respondents held a masters level degree with up to 14 additional hours, and
15 percent held 15 or more hours beyond the master’s degree. All teachers were members

of their local teacher associatior.

Almost one-fourth of the respondeuts had been with the Olivet schools for iess than five
years, though only 15 percent had five or fewer years of teaching experience. Just 18
percent had been there 20 years or more. Only 46 percent expected to be in the same
position in five years, and 8 percent expect to hold another position within the Olivet
School District. Five percent anticipate retiremznt within five years, and [8 percent
expect to hold a position in another sctyuol distric™.

'>
The piicpose of the ITIP/Scripting program is improved teacher performonce, according
to 87 percent of respondents. For 82 percent, enhar~ement of teacher status was the
program’s secondary purpose. The most clearly identified motivator driving the program
is increased teacher efficacy, cited by 92 percent of respondents. For 47 percent
increased status as professionals was also a motivator, and 34 percent [elt that improved
conditions in the workplace ~as a motivation to participate.

The district superintendent and building principal were both identified by large
numbers as the initiator of ths program, with 37 percent citing the superintendent and
31 percent citing the principals. These two were also most often cited for their
contributions to the planning and development of the program, by /9 and 74 percent of
respondents, respectively. Individual teachers were recognized as parties to the planning
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and develcpment of the program by 40 percent of respondents, though the local teacher
association did not seem to play a role, cited by only 5 percent. The intermediate

service agency, providers of the ITIP/Scripting program itself, was considered as a
partner in the planning and development of the program by 32 percent of respondenis.
At the implementation stage, the district superintendent was by far most often
recoqnized as the most or second most important party, so cited by 75 percent of

res, . .dents. Building principals were most or second most involved in implementation
according to 59 percent, and 26 percent gave credit to individual teachers for
involvement in implementation. The local school board played a secondary role in
implementing the program according to 38 percent of respondents., The intermediate
service agency was not cited for involvemert at the implementation level by many

respondents.

The administrative team was recognized as the dominant source of needs assessment data
relative to the program, cited by 85 percent of respondents. A teacher survey was also
conducted according to 49 percent. A teacher ~ommittee and 2 community survey werc¢

each cited by 18 percent as sources of needs assessment data.

No one at Olivet considered themselves ineligible to participate in ITIP/Scripting, and
70 percent had participated. An additional 16 percent had acted in leadership roles in
the program, while the remaining |4 percent had chosen not to participate. The largest
group of participants became involved during early implementation of the program - 45
percent. Ten percent had become involved during the planning stage. Eleven percent
did not anticipate involvement in the program at any time. While 61 percent consider
participation in the program to be strictly voluntary. 16 percent understood participation
to be mandatory, and another 16 percent indicated that the program was mandatory for

some individuals.

With high rates of participation, most respondents were in a position to rate the impacts
the program had for them. Ninety-one percent of respondents felt the ITEP/ Scripting
program had a positive impact ca job effectiveness, and 54 percent specified verv
positive impact. There were no reports of negative impacts on job effectiveness. This
very high percentage of positive impacts exceeded the rate of participation, indicating
that some positive spillover benefits may have reached non-participants. For 77 percent
of respondents, there were positive impacts on their control over their work, while 76

percent felt positive impacts on their use of time. Eighty percent indicted there were
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positive impacts on interaction with colleagues, professional growth, and relationships
with students, over half of these specifying very positive. Only one respondent
suggested a slightly negative impact in any of these areas.

Regarding input into district or building level decisions, and status among peers, most
felt no impact or a slightly positive impact. There was virtually no impact indicated at
all on salary levels.

For thirty-one percent of respondents the program had a very positive impact on job
satistaction, and for 49 percent more it had a slightly positive impact. The remaining 20
percent expressed "no impact”, with no one reporting any negative impact on overall job
satisfaction. Thirty percent said the program had a very positive impact on their
decision to remain in their present position, and 18 percent more indicated a slight
positive impact on that decision. Almost half felt the program had no impact on staying
in their present position. One individual f'elt a very negative impact on that decision.

The program should be continued as is according to 43 percent of respondents, while 32
percent recommended expanding the program. Five percent thought the program should
be terminated. Fifty-four percent did expect the program to continue as is, but only 22
percent expected it to be expanded. Twelve percent anticipated a diminished program.
In rating the overall program, 42 percent called it mostly successful, and 44 percent
called it moderately successful. One respondent called the program a complete success
and 11 percent rated the program as mostly unsuccessful. In all, 89 percent of
respondents rated the program at some level of success.

Key findings about respondents’ experience with the ITIP/Scripting Program at the
Ol;vet Community Schools include:

- The program was brought in as a package from the intermediate service agency
serving Olivet. The incentive program examined includes both the staff
development model and the sysiem of delivery to teachers.

- Improved teacher performance is considered thc primary program purpose, with
enhanced status as professionals a secondary purpose of the program.

- Increased teacher efficacy was a motivator for almost all respondents, while
smaller numbers considered increased teacher status and improved workplace
conditions to be motivators.

- The program was initiated by the district superintendent and building
principals.
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- The district superintendent and building principals were most influcntial_in
planning the program, with individual teachers and the intermediate service

agency also involved.

The district superintendent and building principals had the most significant
roles in implementing the program. The school board played a secondary role.

- An administrative team was the most often recognized form of needs
assessment, and about half the respondents cited a teacher survey.

- Program participation levels were high, with 86 percent in either leadership or
participant roles. Most participants got involved early in mplementation.

- Eleven percent do not anticipate involvement at any future time.

- Most respondents identify the program as voluntary, though small groups
helieved it to be mandatory for all or for some smployees.

G T N T N BN e
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- Most impacts reported were positive, with particularly high rates of positive
impact on job effectiveness, professional growth opportunities, relationships
with students, use of time, and collegial interactions.

- Negative imnpacts reported were negligible.

- The program had little positive impact and no negative impact on salaries or
fringe benefits.

- The program had a positive impact on overall job satisfaction for 20 percent of
respondents, and for 30 percent it had a very positive impact on their decision
to remain in their position.

- Three-fourths of respondents recommend expanding or maintaining the
program, and about the same number expect that to happen.

The overall rating for the program is quite positive, with 89 percent giving the
program a success rating -- 47 percent rating it as completely or mostly
successful.
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Gaylord Community Schools L.S.D. #732: Peer Evaluation &

I believe peer evaluation, when done voluniarily and in a sense of professional
support and respoasibility, will do a great deal to enhance the professional status
and performance of teachers.

- administrator

Gaylord is located in southwestern Minnesota, about 60 miles southwest of Minneapolis,
with a population of about 1,930. The economy of the area is predominantly
agricultural and has experienced difficult times during most of the 1980s. Higher
education opportunities are available at Mankato State University, 31 miles away, and
Martin Luther College, in New Ulm, 26 miles away. Gaylord is on the shores of Titlow
Lake, which offers recreational opportunities, with many more lakes found to the north
of Gaylord. Gaylord’s schoo! system serves about 605 students with a staff of 40
teachers and three administrators.

The program under study at Gaylord was Peer Evaluation. [t is stipulated in the
negotiated contract between teachers and the school administration that teachers may
elect to have their evaluations conducted by fellow teachers, rather than by their
building principal. Peer evaluators are to use the same evaluation instrument in
documenting an observauon of classroom instruction as principals would use. Following
the observation, a debriefing session is held between the teacher being evaluated and the
teacher serving as evaluator, with the princinal sitting in as well. The rationale for the
program was that peers may have a greater depth of understanding ol significant
elements of classroom instruction and strategies to deal with difficulties in their own
particular subject area. The realization that it was dit{icult for the evaluators to make
time in their own scheduies to conduct evaluations led to the addition of a provision
allowing teachers release time in order to observe and do follow-up sessions with peers.

There was no budget established for the program in cither 1986-87 or 1987-88. There

was expectation of setting up a fund to support peer evaluation as part of district’s stalf
development program for 1988-89. The only cost that was incurred by the district, as an
incirect cost, was reimbursement for substitute teacher time. .

Because there were only 40 teachers on Gaylord’s staff, all 40 plus the three

administrators were sent surveys. Thirty-one surveys were returned, for a response rate
of 72 percent. All teachers responding were members of the local teacher association.
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Over 70 perceat of respondents had 15 or more hours heyond their B.A., and 23 percent
had a master’s degree or higher. Only onec respondeat had less than 15 hours past the
B.A. Four teachers in their first year at Gaylord -- |5 percent of the total -- were
among the respondents, but only one other teacher had been in the district five years or
less, while only two teacher. had five years or less of teaching experience. One-third of
respondents had been with the district for 20 years or more. Looking ahead five years,
58 percent of respondents expect to be in the same position at Gaylord, while 15 percent
expect to be in a position in another school district, and 12 percent expect to be working
outside the field of eduzation. Another 12 percent anticipate retirement within five

years.

For 78 percent of respondents the purpose of Gaylord’s Peer Evaluation program was to
improve teacher performance, while 22 percent thought enhanced status of teachers was
the purpose. Eahanced status was named as a secondary purpose by 59 percent of
respondents. Increased efficacy in teaching was considered an inducement for Peer
Evaluation by 100 percent of the respondents. In addition, 47 percent identified
improvement of workplace conditions, and 41 percent named enhancsd professional

status as inducements.

A building principal was most of ten named as the initiator of the program, cited by 65
percent of respondents. Eighteen percent considered the district superintendent to have
initiated the program.

The principal was also most often cited (by 73 percent of respondents) as a party to the
planning and development of the program and considered most influential. The
superintendent was cited by 40 percent. Individual teachers played a part in planning
the program according to 47 percent of respondents, 27 percent felt that the local school
board had played a planning role, and 20 percent included the local teacher association
as planners. Twenty percent named the SEA as contributors to the planning of peer
evaluation, though there was no such state initiative or grant in place at that time.

The principal was by far most of ten recognized as an implemsntor of Peer Evaluation,
s0 cited by 77 percent of respondents. The local superintendent was considered a
primary program implementor by 23 percent. Of secondary importance in program
implementation were individual teachers, cited by 26 percent, and the local school board.
noted by 23 percent of respondents.
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An administrative team approach was the major recognized form of needs assessment in
relation to the program, identified by 77 percent of respondents. According to 29
percent, a teacher survey had been conducted and furnished some needs assessment data.

At Gaylord, seven percent of respondents had acted in program leadership roles and
thirteen percent had participated in the program in other ways. Forty percent said they
had chosen not to participate, 23 percent believed they were ineligibte to participate,
and 17 percent did not know what their eligibility status was. Most participants (11
percent of respondents) had become involved early in the program'’s implementation.
Eleven percent were considering involvement in the program in the future, but 68
percent did not expect to be involved at any time. The program was identified as

completely voluntary by 87 percent of respondents.

Respondents were asked to rate program impacts in various areas.9 With low rates of
participation we expected fairly low levels of impact. The key finding is that
practically all impacts reported were, in fact, positive ones. In terms of impact on job
effectiveness and impact on status among peers, 26 percent reported a positive impact,
exceeding the percent who participated, so that we may speculate there was a modest
positive spillover impact. In most categories, positive impacts (either "very" or "slightly”
positive) were reported by 10 to 20 percent of respondents, and only one response

indicated any negative impact.

Not surprisingly, no impact of any kind was reported on salary and fringe benefits. The
program did not award, provide, or consume any district funds. Nineteen percent of
respondents felt the program had positive impacts on their overall job satisfaction and
ten percent indicated it had a positive impact on their decision to remain in their
positions. No negative impacts at all were reported for either of these items.

Two thirds of the respondents recommended continuing the program in its present form.
The remainder were evenly divided between those who recommend that the Peer
Evaluation program be e¢xnanded and those who think t..¢ program should be completely
terminated. About one-half expect the current program to be continued, one-fourth
expect it to be terminated, and the remainder are split between expecting the program to

9. Many respondents felt that they had too little information about the program to talk
about program impacts reliably and so left these items blank. To make sense of the
data the assumption is made that a non-response to these items would be treated as
"no impact”. The rationale is that resyondents who were too unfamiliar with a
program tc have any opinion on its impacts clearly did not feel any impact at all.
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be diminished or expanded. Just over half (54 percent) of respondents felt the program
was moderately successful, and 31 percent felt it was mostly successful. However, 135

percent felt the program was completely unsuccessful.

Key findings about respondents’ experience with the Peer Evaluation program at

Gaylord Community School include:

- The peer evaluation program is viewed as an attempt (0 improve teacher
performance, with enhancement of the status of teache.s a secondary purpose.

. All respondents felt that i. ~reased teacher efficacy was the motivator that
would drive the program. Close to 50 percent considered improved workplace
conditions and enhanced teacher status to also be inducements.

- The person most strongly identified with the program at all stages was a
building principal.

- The superintendent was viewed as sécondary to the principal in the initiation,
development, and implementation of the program.

- Individual teachers, the local school board, local teacher association, and the
SEA were each considered to have played some part in the planning of the
program,

- An administrative team study was the primary source of needs assessment data
recognized by most respondents, and some (29 percent) indicated that a teacher
survey had been conducted.

- Twenty percent of respondents had either been in 2 leadership role or
participated in the program. Forty percent had chosen not to participate, and
the remainder believed they were ineligible or did not know if they wouid be
eligible for the program.

- The majority (68 percent) of respondents did not expect to participate in the
program at any time.

- In most cases positive impacts were reported by about i0 to 20 percent of
respondents, near the participation rate.

- There were modest positive spillover impacts in terms of "job effectiveness” and
"status among peers”, indicating that some non-participants experienced those
benefits to some degree.

- There were virtually no reported negative program impacts, and no impact of
any kind on teacher salaries.

. Ten percent reported that the program had a positive impact on their decision
to stay in their present position, and 19 percent said it had an overall positive
impact on their job satisfaction,

- Most respondents felt the program should be continued as is, and about half
expect that to happen.

- Overall, the program was rated "moderately successful" by over half the
respondents. and 30 percent felt it was mostly successful. However, 15 percent
rated the program " compietely unsuccessful”.
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Minnetonka Public Schools: Mentor Teacher Program *

It was a very positive experience for mentors and protegees. It has the potential to
greatly improve the effectiveness of new teachers, plus may encourage them (rather
than discourage) to remain in education.

- secondary teacher

The Minnetonka Public School District is a part of the Twin Cities metropolitan ares,
located west of Minneapolis. The district includes the communities of Minnetonka,
Excelsior, and Wayzata, all embracing the wooded shores ef Lake Minnetonka. While
most residents commute to employment in the Twin Cities, these communities have their
own highly developed retail and business centers. The area is considered a very
desirable residential setting, with homes of well above average value. The Minnetonka
Public Schools serve about 5,550 students at six elementary schools, one junior high
school, and one high school. The teaching staff numbers close to 350, and there are 19

administrative positions.

The program under study in Minnctonka is the Mentor Teacher Prog.am. Initially, the
Mentor Teacher Program was a pilot project within the Minnesota School-Based Teacher
Education Program, run in collaboration with the University of Minnesota and the
Metropolitan Educational Cooperative Service Unit during the 1986-87 school year. The
concept of a teacher education program in a school setting was to be tested by having
experienced "mentor” teachers and university personnel work together with beginning
teachers to develop and hone their instructional skills. The mentor teacher component
of this larger project took on a life of its own and was so successtul (reflected both in
written project evaluation and in testimony from participants) that the district board of
education provided $10,000 of its own funding to continue the mentor teacher program

The mentor role involves a comprehensive set of functions that include advising,
teaching, counseling, and encouraging their "proteges” (beginning teachers). Mentors
were not involved in the evaluation of new teachers, though they may be asked to
provide support and assistance in growth areas identified by the building principal.
Mentors should have regularly scheduled support meetings with their proteges, and may
exchange opportunities to observe each other teaching with follow-up dialogue. A
mentor should be aware of the diversity of roles a new teacher must begin to assume,
such as: classroom instructor, colleague, public relations agent, and member of the
teaching profession. Mentors should be concerned about both the professional and
personal growth of the protege.
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One distinctive feature of Minnetonka's program is that proteges have input into the
selection of their mentor. The final designation of mentor/protege pairings is made by
the building principal, after consultation with the beginning teacher(s). Mentors, oace

selected, secve through the school year. They are given released time to participate in
program training, as well as two days for each mentor and protege for program related
activities. The pair may opt to take the ¢quivalent budget amount, about $120 per
teacher, and apply those funds to a program related activity. In addition, each mentor
receives a stipend ¢ 8400 for scrving one teacher, and an added $200 for each
additional beginning teacher served by the same mentor.

The first year (1986-87) the Mentor Teacher Program was funded completely through the
state grant for School-Based Teacher Education Programs. In [987-88 the program was
funded using local district general revenues, with a budget of $13,000. A slight increase
was expected for 1988-89. The allocation is based on per-teacher costs, so that the
projected budget is based on estimates of new teacher hirees. The funds are divided
between staff salary stipends, and the cost of training including consultant fees and
staff released time. Indirect costs borne by the district include administrative time to
coordinate the program.

A random sample consisting of one-third of Minnetonka’s teachers and administrators
received surveys. The sample size was 116, and 30 usable surveys were returned, fora
response rate of 69 percent. There were slightly more secondary than elementary
teachers among the respondents, and 10 percent were special education teachers. Nine
percent were either building administrators or central office statf. Female responderits
outnumbered males by about 2:1. Three respondents identified themselves as minorities.
Thirteen percent of respondents held a masters degree with up to 14 additional hours, 31
percent .. '1 15 or more nours beyond the master’s degree, and 10 perccnt had a
doctorate. Fourteen percent had fewer than 15 hours beyond a B.A. degvee. All teacher

respondents were members of the local teacher association.

Eighteen percent of respondents had been in the district five or less years, and 10
percent had five or less years of teaching experience. On the other hand, 45 percent had
been with Minnetonka 20 or more years. A good many respondents -- 74 percent --
expect to be in the same position at Minnetonka in five years. Nine percent anticipate
retiring within that time frame. Five oe¢rcent expect to have a position in some other
district, and three percent expect to be eniployed outside the field of education.
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Sixty-nine percent ot the respondents understood the primary purpose of the Mentor
Teacher Program to be improvement of teacher performance. For 17 percent, the
primary purpose was the enhancement of the status of teachers as professionals, while 11

percent believed that the program’s primary purpose was (o foster the retention of
teachers. Over half the respondents indicated that enhancement of the teaching
profession was a secondary purpose, one-third considered teacter recruitment a
secondary purpose, and 43 percent identified teacher retention «s a secondary program

purpose.

The inducement most often identified with the program was increased teacher efficacy,
cited by 96 percent of respondents. To 62 percent, increased status as professionals was
also a motivating force. Enlargemen: of professional responsibility and improvement of
workplace conditions were each motivators according to over 40 percent, and the
meonetary r wards offered by the program were looked at as an inducement by 23
percent of the respondents.

Diverse views existed as to who had initiated the program. Central office staff were
considered most responsible for initiating the program by 28 percent of respondents,
while 18 percent attributed the initiation of the program to outside researchers, and 14
percent believed the district superintendent had initiated the program. Ten percent
credited individual teachers with initiating the Mente” Teacher Program.

In terms of planning and developing the program, 85 percent of respondents felt that
central office staff had played a role, 78 percent cited individual teachers, and 71
percent included building principals. The distri~* school board, district superintendent,
and outside researchers were each mentioned as contributors to program planning and
development by 33 percent of respondents. Most respondenis felt cithe' the ceatral
office staff, individual teachers, or outside researchers exerted the n. st influence on
planning the program.

At the implementation stage, individual teachers appeared to be thought of as the most
important players, with the central office staff and building principals following in
importance as program implementors. Outside researchers were cited as having a role,
but by less than 25 percent of respondents.

The administrative team provided needs-assessment data according to 80 percent ot
respondents. A teacher committee was cifed by 43 percent 2ad a teacher survey by 37
percent as other sources of needs assessment. About one-third indicated that the local
teacher organization had provided input into the program, while 31 percent reported
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that a teacher supply and demand study had been used to inform the program. This
latter form of needs assessment would certainly make sense in terms of preparing to

meet the needs of new teacher inductees to ths systern..

It can be assumed that program participants are more heavily concentrated in the
respondent group than among non-respondents. Many non-participants were tempted (0
a~t respond, as they felt they know little about the program. This raises the suspicion
that :h~ participant rate of 20 percent of respondents may be inflated. In fact, in the

{ 3t vear, about 6 percent of Minnetonka’s teachers participated as either mentors or
sroteges. ln addition to the 20 percent of respondents wiro identified themselves as
participants, 5 percent were in program leadership roles. Fifty-four percent of
respondents indicated that they did not know whether or not they were eligible to
participate, a reasonable finding, as criteria for selection as a mentor were not widely
disseminated in the program’s pilot year. We did find that almost one-third of
respondents were considering involvement at some future time, while 38 percent did not
anticipate any involvement in the program. Ten percent of respondents became involved
in the program at the district planning stage, which aligns with the high percentage of
respondents who identified individual teachers as participants in planning the program.
Most respondeats (74 percent) consider the program to be strictlv voluntary. Sixteen
percent said it was mandatory for certain statf members (and, in fact, it is mandatory
for new teachers).

The Mentor Teacher Program was designed to meet the needs of a small subset ot

Mo nnetonka’s teachers. [t would be expected that for that group there were positive
impacts, while the majority experienced no impacts. An important point to observe is to
what degree positive impacts were felt by higher proportions of respondents than would
be expected if only participants felt impacts. When this occurs, the program may have

had some positive spillover impact on non-participants.

In terms of job effectiveness, 22 percent of respondents reported a very positive impact.
and another 15 . ercent reported slightly positive impact. With a total positive rating of
37 percent. and no negative ratings, we sez an example of a positive spillover impact.
There is a total positive rating by 52 percent of respondents for impact on interaction
with colleagues, with 25 percent specifying "very positive" impact. Here we see an even
stronger positive spillover to nonparticipants. Still another case is professional growth

opportunities, with positive ratings by 38 percent of respondents. In all other impact
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items, the percent rating the impact as positive matches the percent of respondents who
pari.cipated in the prograrn within a few points. The numnber of negative impact ratings

in ail items was negligible.

The impact on salaiy levels was rated as slightly positive by 12 percent. with just one
respondent calling it a very positive impact. However, 46 L.)crccnt rated the impact of
the Mentor Teacher Program on sverall job satisfaction as positive, and 25 percent
specified yerv positive. Significantly, 22 percent said it had a positive impact on their
decision to remain in their present position. There were no negative impacts on overall
job satisfaction or remaining in a pcsition at Minnetonka.

The program should be expanded according to 56 percent of respondents, while 42
percent prefer that it be continued in its present form. Expectation levels approximately
match recommendations: 49 percent expect program expansion, and 45 percent expect
program maintenance. All respondents gave the program a success rating overall.
Seventeen percent called it a comrlete success. 46 percent rated the program mostly
successful, and the remaining 37 percent called it moderately successful. Of our 21
study sites, it is one of only two that were not rated as unsuccessful by a single
respondent. -

Key findings about respondents’ experience with the Mentor Teacher Program at the
Minnetonka Public Schools include:

- The district has a high proportion of veteran teachers. but also has collected
teacher supply and demand information to help it prepare for future nceds n
term of inducting new personnel.

- This program is considered by most to be intended to improve the pertormance
of teachers as its primary goal, but also has several secondary goals such as
teacher recruitment, retention, and enhanced status {or the teaching profession.

. There was no clear dominant force initiating the program. Depending on the
vantage point, central office staff, outside researchers, the district
superintendent, or individual teachers were most responsible.

- Central of fice staff, building principals, and individual teachers were most
influential in the planning stage of the prograr. Outside researchers, “he
school board, and the district superintendent also were thought to play
important roles.

. For implementation, individual teachers were considered most important,
followed by central of fice staff ana building principals. The outside
researchers were seen as particicants in the implementation of the program. but
their involvement was not as great as it had been during the initiation and
planning of the program.

"
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The most recognized source of needs-assessment data relative to the program
was the administrative team input. Other data identified were 2 teacher
committee, teacher survey, feacher association input, and 2 teacher supply and

demand study.

Participation was limited by design to a narrow group, and the report by
respondents to this study of 20 percent participation is probably inflated due to
selective non-response patterns.

There were pronounced positive spillover impacts on job effectiveness. collegial
interaction, professional growth, and overall job satisfaction.

In other cases, the positive impact rates followed more or less participation
rates, and virtually no negative impacts were reported.

Almosi all respondents recommended and eéxpected the program to either be
continued as is or expanded.

All respondents rated the program as a success, with 17 percent calling it a
complete success.
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Winona Public Schools 1.S.D. #861; School-Based Management

Program changes arc only going to work if people are willing to be flexible and
accept change. Not everyone can do this comfortably.

- elementary teacher

Winona sits in Minnesota’s southeast corner along the banks of the Mississippi River. It
has a population of about 25,000, and is 44 milcs from Rochester, Minnesota, with a
population of about 58,000. Winona’s economy is based on river commecrce, On
manufacturing, including shoes and woolen goods, and a local trade center for the
surrounding farms. Winona State University is located in the city, as well as the College
of St. Teresa and St. Mary’s College. Its location on the Mississippi near the Upper
Mississippi Wildlife and Fish Refuge make Wiiona a point of departure for many
sporting pursuits. The Winona Public Schools enroll about 4,450 students at eight
elementary, one junior high, and onc high school, with a staff of about 270 teachcrs and

21 administrative personnel.

The program under study at Winona was School-Based Management. The program was
designed to move from an aurocratic modcl of decision making to a participatory model,
with staff at all levels working togcther to analyze problems and gcnerate and cvaluate
alternatives leading to a conscnsus decision. This is not delegated decision making,
where subordinates are given completc and final control over dccisions. Administrators
continue to play 3 vital role working with the tcaching staff. The program was designed
to move from completely centralized decision making to a distribution of decision-
making authority to the appropriate lcvels.

At Winona, a Schoo!-Based Management Study Committec presented a report on policy to
implement the program. The program established School Improvement Councils (SICs)
for site-level decision making and stated qualifications for membership on the councils
and council responsibilities. Specific roles to Le played by the staff representatives to
the councils, by other staff, by the building principals, and the district administrator
were delineated. SIC responsibilities include annual budget planning and dcvclopment
for the building, developing building goals, advising the development ol the master
schedule, supplying curricula and other agenda items to the District Improvement
Council (DIC), developing and implementing a home-school-community relations
program, assisting in implementation of the district confcrence attendance policy, and
taking part in training intended to develop the leadership skills of SIC members.
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The District Improvement Council was established to deal with district-wide concerns
and decisions. Membership of the DIC includes a SIC member from each unit, an
administrator from each unit, and district administrative representatives. The District
Improvement Council addresses agenda items submitted by the various SICs. In addition,
they contribute to district-level budget development and staff allocation decisions,
district-wide communications, and review of the school-based m:inagcment program.
Meetings are held quarterly, and additionally as needed. The chairperson is the
superintendent or a designee. The district provided stipends to participants in the DIC
and SICs as compensation for the time those activities required.

Funding for the program was $64,000 for both 1986-87 and 1987-88. However, a large
decrease was expected for 1988-89 due to competing funding needs in other program
areas. All of the program’s budget had been used to pay staff salary, specifically, for
stipends for participants in the councils. Thirty percent of the funds had been derived
from local general revenues, while 70 percent came from state general school aid funds.
The district provided administrative and support staff time as indirect program COSts.

One-third of Winona’s teachers and administrators were randomly selected sent
surveys. Surveys were returned by 86 individuals, a response rate of ,72/percent.
Ninety-two percent of the respondents belonged to their local teacher association.

Eighteen percent of the respondents had a master’s degree with with up to 14 additional
hours; 14 percent had from 15 to 29 hours beyond a master’s degree, and 36 percent had
30 hours or more beyond a master’s degree, including seven percent with doctorates.
Only 5 percent had less than 15 hours beyond their B.A. degree.

Nine percent of respondents had been with the Winona Public Schools from three to tive
years, though there were no respondents in their first or sccond years with the district.
Forty-three percent of the respondents had been with the dists St 20 or more years.
Two-thirds of the respondents expected to be in the same position in five years and §
percent expected to hold a different position in the Winona Public Schools. Sixteen

percent anticipated retirement within five years. Only 7 percent expected to leave the
district for employment in another school district or in a field other than education.

-
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The primary purpose of the program was enhancement of teachers status as
professionals, according to 55 percent of respondents, while 39 percent believed the
program was intended to improve teacher performance. A few respondents thought the

program’s purpose was to bolster teacher recruitment. Secondary purposes cited include
improved teacher performance (by 46 percent), enhanced professional status (by 38

percent), and teacher retention (24 percent).

Several inducements were considered motivators imbedded in the program. Improved
conditions in the workplace was mentioned most often, cited by 84 percent of
respondents. Seventy percent felt that enlargement of responsibility functioned as
motivation, 63 percent cited increased effectiveness in teaching, and 61 percent included
increased professional status as a motivator. Twenty-six percent felt that monetary

beneafits motivated participants.

The district superintendent was clearly identified as the person most responsible for
initiating the School-Bised Management Program, cited by 92 percent of respondents.
Ninety-seven percent noted his involvement in the pianning and development of the
program, with 87 percent citing the superintendent as most influential in planning this
program. Others who contributed to the planning and development stage were building
principals (cited by 76 percent of respondents), individual teachers (cited by 65 percent),
central of fice staff and local school board (each cited by 62 percent of isspoandents), and
the local teacher association (cited by 33 percent). Twelve percent indicated thata
parent group had been involved in planning the program, though no documentation ot

such a group was provided.

The district superintendent was also seen as the most important individual in the
implementation of Schocl-Based Management at Winona, according to 86 percent of the
respondents. Building principals, individual teachers, the local school board, and central
of fice staff were included as other key contributors to the implementation process.

Needs-assessment data related to this program was provided by an administrative team
according to 84 percent of respondents. A teacher committee (cited by 61 percent) and a
survey of teachers (cited by 57 percent) also provided needs-assessment information.
Thirty-two percent reported that the local teacher association had input that served as
needs assessment, and 16 percent indicated that a teacher supply and demand study had

been conducted.
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A majority of respondents had been involved with the School-Based Management
Program, with 49 percent marking themselves as participants, and an other 26 percent
serving in a leadership role. Thirteen percent indicated that they chose not to
participate. One rcspondent was ineligible, and the remainder were not certain if they
were eligible to participate. One-fourth of the respondents first became involved in this
program during the district or building-level planning stage, while another one fourth
became involved during early implementation. Six percent were considering involvement
in the future, but 17 percent did not expect to become involved at any time,.

To 42 percent of respondents, some aspects of School-Based Management were
mandatory, while to 26 percent the program was completely voluntary, and i~ 21 percent
participation was required. No doubt the response was affected by how broadly the
respondents considered the scope of the program. To the extent that the SICs make
decisions that affect all staff at that building, everyone is involved in the program,
though an individual may choose not to play any part in selecting SIC members or
providing input to SIC deliberations.

The program had a positive impact on job effectiveness for 45 percent of respondents,
with 15 percent specifying very positive impact, while 8 percent felt there were negative
impacts. Forty two percent experienced scme positive impacts on control over their
work, with 7 percent feeling negative impacts. Regarding use of fime, 27 percent
reported positive impacts, but |5 percent felt that the impacts were negative. For 61
percent there were positive impacts on interactions with colleagues, 26 percent
specifying these as verv positive impacts. Eight percent felt negative impacts on

collegial interactions.

The program focused on decision making, and 71 percent of respondents expressed
positive impacts on their ability to affect building-level decisions, with 9 percent feeling
the impact had been negative. At the district level of decision making, 38 percent felt
there had been positive impacts, but for |4 percent the program had a negative impact
on ability to affect district-level decisions. A positive impact on professinnal growth
opportunities was reported by 58 percent, with 20 percent specifying yvery positive
impacts. For 33 percent there was & positive impact on status among peers, and 33
percent felt there was a slightly positive impact on salaries.

In terms of overall job satisfaction, 19 percent felt the program had a very positive

impact, and 34 percent indicated there was a slight positive impact. Eight percent feit
the impact was negative. Finally, 30 percent thought the program had a positive impact
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on their decision to remain in their position (19 percent specifying verv positive), and

five percent felt a negative impact on that decision.

The program should be continued as is, according to 46 percent of respondents, while 19
percent recommend that the program be expanded. Eighteen percent recommend that the
program be continued but diminished, and 17 percent would prefer the School-Based
Management program to be completely terminated. Forty-nine percent expect the
program to continue as is, and 30 percent expect it to be continued. Only eight percent
expect the program to be terminated. Most respondents (61 percent) rated the program
overall as being moderately successful, and 17 percent considered it mostly successful.
The program was mostly unsuccessful according to 21 percent, and one respondent called

it "completely unsuccessful."

Key findings about respondents’ experience with the School-Based Management Program
at the Winona Public Schools include:

- The primary program goal perceived by most respondents was either to enhance
the status of teachers as professionals or to improve teacher performance.
Teacher retention was a secondary goal.

- The program utilized varied inducements: improvement of workplace
conditions, enlargement of professional responsibilities, increased effectiveness
in teaching, and increased status as professionals. Monetary reward were cited
by just over one-fourth of respondents™ds a motivator imbedded in the program.

- The program was strongly identified with the district superintendent at the
initiation, planning, and implementation stages.

- Building principals, individual teachers, central office staff, and the local
school board contributed to the planning and implementation of the program,
though their efforts were not recognized as consistently as were the
superintendent’s.

- An administrative team was most often recognized as the source of needs-
assessment data. A teacher committee and teacher survey also contributed data
according to over half the respondents, while a small number reported there
was input from the local teacher association and that a teacher supply and
demand study had been conducted.

- About half of respondents had participated in the program, and another one-
fourth had been in program leadership roles.

- Seventeen percent did not expect to participate in the program at any time.
- There seemed to be a lack of clarity about whether the program is voluntary,

mandatory, or partly mandatory. This may be indicative of some difficulty in
establishing a sense of the program’s "boundaries.”
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Significant numbers of respondents reported positive impacts on job
effectiveness, collegial interaction, control over work, professional growth, and
input into building-level decisions.

In only one area of impact -- input into building level decisions -- was the
number of respondents who reported positive impacts as high as the number
that had participatad in the program.

In most categor. s there were some negative impacts reported, usually by
between 6-10 per nt of respondents. There were always more positive than
negative impacts.

Fifty-three percent of respondents said the program had a positive impact on
their job satisfaction, and 34 percent felt it had a positive tmpact on their
decision to remain in their position.

Almost two-thirds of respondents would like the program to continue or be
expanded, and almost 80 percent expect that to happen.

Over half the respondents rated the program a moderate success, while about 23 °

percent gave it an unsuccessful rating. [t was mostly successful for 17 percent
of respondents.
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Huber Heights City Schools: Intervention *

It is good to know that there are channels that teachers and students can got to in
times of rieed. Even though some do not take advantage of these programs does not
mean they are not needed.

- elementary teacher

Huber Heights is a community located on the northern rim of metropolitan Dayton
between the Great Miami and Mad Rivers. Huber Heights has a population of about
45,000, within the Dayton area’s population of over 900,000. While Huber Heights is a
bedroom community for Dayton, it has its own well developed commercial and business
centers. Nearby Wright-Patterson Air Force Base is alsn a factor in the life of the
community. Institutions of Higher Education in the metropolitan area are Wright State
University and the University of Dayton. Approximately 7.800 students attend Huber
Heights City Schools in six elementary schools, one middle school, one junior high school
and one high school building. About 420 teachers provide instruction to these students.

The program under study in Huber Heights is called Intervention. The Intervention
Program began in the 1985-86 school year as an effort to provide teachers a referral
source for proble.a students, thus reducing teacher stress and burnout and cnhancing
teacher retention, while providing appropriate services for students. To staff the
Interventiun Program the district hired [our additional counselor/psychologists with dual
certifications.

Aside from an Employee Assistance Program, the [ntervention activities scrve students
rather than teacha:s. A logical question, then, is "Why is this program included in a
study of teacher incentives?” The answer is this: [t seemed reasonable that the program
furnished support to teachers by giving them a place to refer troubled students for
assistance. For most teachers, the abundance of physical and personal problems students
face, and the effects these have on their learning, {requently become burdens which the
teachers take on themselves. The sense of frustration and inadequacy to deai with these
often dire problems is a major contributor to teacher burnout. By providing teachers
with resources, the district hoped to improve siudents’ learning and also to increase
teacher retention rates and staff morale. The evaluation reports provided by the district
indicate that the program was v.ry successful in serving students. Qur focus is on its
effect, if any, as a teacher incentive.

A study of district truancy problems was the basis for making chemical abuse the first
target of the Intervention Program. A five-day training workshop was held for
psychologists, coufiselors, teachers of high-risk groups, and building administrators.
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Inservice meetings held at each building enable workshop participants to share the
workshop content with the rest of the staff. Core teams in each building, consisting of a
psychologist, administrator, teacher and referring teacher, used problem-solving
strategies to deal with individral student’s needs. District policy concerning chemical
abuse problems was modified from a strictly punitive model to one that facilitates

treatment.

Other aspects of Intervention aimed at chemical abuse include "Just Say No" clubs,
support groups for elementary children of alcoholics, Students Against Drunk Driving
groups, weekly behavior groups aimed at decreasing inappropriate behavior at the junior
high level, and Alateen groups at the high school and junior high. A room in each
building was set aside for students to meet with police of ficers in order to break down
barriers between adolescents and the police. In addition to the core team, a voluntary
"Choices” team was formed at the high school to provide ¢ducation and support for
students concerned about alcohol and drug abuse. A weekly meeting of Alcoholics
Anonymous is held at the school, led by a community member. A program was
established to use area athletes as role models to discourage the use of drugs and aicohol,
and a chemical-free After Prom Party was attended by over two hundred students.
Outside agencies have agreed to do free student assessments for chemical abuse

problems, with parents permission.

After the success of the Chemical Abuse Intervention Program, ways to deal with other
issues affecting students anu their leaning were explored. These have included
establishment of support groups for children adjusting to a divorce; a program developed
by Planned Parenthood, using a federal grant, dealing with sexual abuse; a Suicide
Awareness Prcgram to help students and staff recognize warning signals ot suicidal
behavior and provide support for students showing signs of depression or struggling with
grief and loss; a Bulimia/Anorexia Support Group; a socialization support group; self-
esteem support groups; and listening and study skills groups.

In addition, the district contracted with a local hospital to provide an Employee
Assistance Program. Employees and their family members are encouraged to seek help
before personal problems become severe. Such assistance will retain valued employees
and maintain employee productivity and health while providing confidential voluntary
assistance from experts outside the district. The total cost of this service to the district

is $400.
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In 1986-87 the program was funded at a $80,000. This was increased by S percent (o
$84,000 in 1987-88. A slight decrease was anticipated for 1988-89. The program funds
were used for salaries for the counselor/psychologists hired. Thirty percent of the funds
came from a state pilot program grant; the remaining 70 percent came from local general

revenues. The district bears the indirect cost of program administration.

One-third of the teachers and adminsstrators in Huber Heights were randomly sampled,
totaling 137 surveys sent and 103 surveys returned, for a 75 percent response rate.
Eighty-three percent indicated that they belong to the local teacher organization.

Two-thirds of the respondents had at least a master’s degree, and 34 percent had at lcast
30 hours bevond the master’s. Twelve percent had fewer than 15 hours beyond 1 B.A.
Sixteen percent of respondents had been with the Huber Heights schools for five or less
vears, while 19 percent had been there 20 or more years. Ten percent had five or fewer
vears of teaching experience. Sixty percent of the respondents expect to still be in the
same position in five years, and 14 percent ¢xpect to have retired by then. Eleven
percent think they will have a different position in the Huber Heights Public Schools.
and 8 percent anticipate being in a position in another district. Only 5 percent plan i0

leave the field of education.

Improvement of teacher performance was thought to be the primary prrpose of the
program by 81 percent of the respondents; 13 percent considered teacher retention the
primary purpose. Retention was a secondary purpose according to 47 percent. and
enhanced professional status {or teachers was cited as a secondary purpose by about one-
third of the respondents. The two inducements most otten identified were increased
teacher efficacy, cited by 81 percent of respondents, and improved corditions ot the
workplace, marked by 70 percent.

No one person or group was identified as the :nitiator of the program. Central office
staff were named by 34 percent of respondents, more thar anyone else, while local
school board, superintendent. and state education agency were each believed to be the
program initiators by about 16 percent of the respondents. The central of fice staf’f
stands out more as a force in planning the program, named by 80 percent of respondents.
However, only abdut one-third named the central office staff as the most influential
party in planning the program. Individual teachers, the district superintendent, and
building principals each were named by over 50 percent, while the local school board
was cited as a contributor to planning the Intervention program by 45 percent of the
respondents.
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About half the respondents believed that the central of fice staff were most or second
most important in implementing the program; for 32 percer.:, individual teachers were
among the most important implementors, and 29 percent selected the building principals
as key implemen-ors. The district superintendent was cited as hzving a secondary role

in implementing the intervention program.

Sources of needs-assessment information were the administrative team (cited by 79
percent of respondents), a teacher survey that 54 percent of respondents were aware of,
and 43 percent thought a teacher committee had conducted some form of needs

assessment.

Thirty-six perceat of respondents had been participants in some phase of the program,
and another 10 percent had served in leadership roles. Twenty-nine percent of the
respondents had chosen not to participarte, and 21 percent didn't know if they were
eligible. Twenty percent of the respondents are considering some involvement in the
program in the future, while 32 percent do not expect to participate at any time. The
program is perceived as strictly voluntary by 73 percent of all respondents. [t appeared
that many respondents had incomplete information about the program, in terms of
eligibility and the nature of "participation”. A teacher referr’ng a str.ent to the
program may be considered a "participant”, and clearly there is potential for any teacher

to participate at least at that level.

For most of the impact items on the survey, the majority of respondents reported ro
impact. In most cases, positive impacts were reported by between 3G and 45 percent.
Relationships with students received the most positive impacts, noted by 60 percent uf
respondents (with 25 percent specifying verv positive impacts). This, would be a logical
result of the program'’s focus on service to students. Fifty-five percent reported positive
impacts on job effectiveness, and 51 percent felt there was a positive impact on
professional growth. These are both in excess of the rate of participation, indicating
there may have been some positive spillover. There was a very low rate of negative
impact reported representing only a few respondents, and for many items there was no

negative impact at all.

Almost all respondents (94 percent) felt th-re was no impact in terms of salary. For 49
pe.cent there was a positive impact on overall job satisfaction, with 18 percent
specifying "very positive" .npact. Thirty percent felt the program had a nositive impact

on their decision to remat: ‘a their present position.
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The program should be continued as is, according to 57 percent of the respondents, and
37 percent think it should be expanded. Over half the respondents expect Intervention
to be continued and about one-fourth expect it to be ¢xpanded, but 18 percent expect it
to be diminished or terminated. Over half the respondents called the program a
moderate success, and 30 percent called it mostly or compiztely successtul. To 14

percent, the programn was mostly or completely unsuccessful.

Key findings about respondents’ experience with the Intervention Program at Huber

Heights include:

- The program was established to assist teachers by providing assistance and
referral sources in working with students whose learning is imp ired by
personal, social, or physical problems.

- While the services go directly to student, providing such support may be
considered an ircentive for teachers.

- Improvement o1 teacher performance was the perceived purpose of the program
according to the majority of respendents, while a small group felt that teacher
retention was the purpose. Some respondents felt that enhancement of the
status of teachers as professionals was a secondary purpose.

- Increased teacher efficacy and improved workplace conditions were the
inducements most respondents identified with the program.

- Centeal office staff, local school board, district superintendent, and the state
education agency all were considered initiators of the program.

- The central off.ce staff was most of ten cited as contributor to the planning and
the implementat:on of the program.

- Individual teachers, building principals, and the superintendent were also
involved in planning and implementing the Intervention program.

- An administrative team, teacher survey, and tecacher committee were most often
identified as sources of needs-assessment data related to the program.

- Over one-third of respondents considered themselves participants, and another
10 percent had taken leadership roles in the program.

. Twenty percent are considering some involvement in the future, but about 30
percent do no anticipate any involvement.

- There was particularly strong positive impact in the area of relationships with
students, as well as positive impacts beyond the participant group in job
effectiveness and professional growth.

- There were moderate positive impacts and very few negative impacts in other
areas, except on salary, for which most respondents felt no impact.




About half the respondents experienced a positive impact on job sntisfact.io.n,
and about 30 percent felt the program had a positive impact on their decision
to stay in their present job.

Over half the respondents felt the program was moderately successful, while 30
percent felt it was mostly or completely successful.
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North Olmsted City Schools: Motivation to Excel e

[ am proud to be in a school system that cares enough to create this program. Staff,
students, parents, and the community have benefited from this program.

- elementary teacher

North Olmsted is in the greater Cleveland area. It is a western suburb of Cleveland and
has 2 population of about 36,500. North Olmsted is a pleasant, tree-lined community,
#iome to many professional white-collar and blue-collar workers. Many workers make
the half-hour commute to downtown Cleveland, since North Olmsted is largely a
bedroom community. The Great Northern Shopping Mall in North Olmsted is a major
regional shnpping center serving the western suburbs. Cleveland State University.
Toledo University, The Ohio State University, and Bowling Green University, and Kent
State University are the most frequently tapped institutic.. of higher education. The
North Olmsted School District includes five K-35 elementary schools, one 6-8 Middle
School, and one 9-12 High School. The district has about 4,700 students and employs 248
teachers and 23 administrators.

The program under study at North Olmsted is called "Motivation to Excel." [t was
srarted in 1985-86 as a response to sagging staff morale and community confidence in
the schools following an enrcllment decline that in turn contributed to persistent
reduction in force, 13 consecutive l¢vy defeats, and a teacher strike. The district
administrative team decided that action was necessary to stem the tide, and the
Motivation to Excel program was the result. The program endcavored to develon
motivation for students and staff to excel, and to promote self-worth, self-contidence,

and success for district staff, students, and parents.

One of the first steps taken was to administer a needs-assessment instrument called "The
Organization Perception Questionnaire” (OPQ), to identify specific areas within the
organization to work on. The OPQ revealed that the North Olmsted Schools were in
need of change in all ten components of organizational quality.l0  The OPQ data was

10. The ten components of the Organization Perception Questionnaire are
Product/Service Usefulness, Service to Society, Self-Actualization, Involvement in
Decision Making, Individual Flexibility to Change, Adaptabiiity, Sense of Identity.
Interpretation of Environment, Desire for Feedback, and Use of Feedback. The
OPQ was developed by Ernest M. Schuttenberg, Cleveland State University.
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also used as a baseline so that repeated administrations of the instrument after one,
three, and five years could provide evaluation information. Results of the OPQ
administration after one year showed that progress was made in all ten of the
components, and five of the components no longer indicated a need for change. The
May 1988 OPQ administration showed that after three years all but two of the
components were at the satisfactory level, and all ten categories had continued to show

improvement.

The program has four major components: 1) Staff development, support, and
recognition; 2) Developing parent awareness and support; 3) Building community and
business support for recognition and <reating challenges for teachers and students; and
4) Establishing a teacher mini-grant program to provide teachers with opportunities to
follow their own initiative in developing approaches to bolstering student motivation
and achievement. The maximum award is $300 to any one individual and $500 to a
group project. The district awarded 61 mini-grants in the first two years. The staff
development program stressed ways to deliver positive messages to students to 1otivate
them to strive for excellence, as w=ll as improvement of instructional strategies. A grant
from the Martha Holden Jennings Foundation supported the teacher development phase

of the program.

Motivation to Excel Leadership Teams were established in each of the district buildings.
In addition, at the K-7 levels, Cooperative Teaching Teams made up of 2-5 teache:s at 1
grade level met at leust twice weekly in order to plan and problem-solve collaboratively.
At the 8-12 grade levels, Department Teams had a similar mission. Finally, K-12
Curriculum Development Teams focused on sharing research data, needs assessments,
problem solving, and protessional development related to each of the curriculum arcas.

The North Olmsted Board of Education’s Award of Distinction are presented monthly to
district staff members and community membe:s for outstanding service to the district
and its students, or outstanding service to the community that brings credit to the
district. Any staff or community member may nominate individuals for the awards, and

nominations are reviewed by a joint administrator/parent committee.

The program was funded at $42,000 in 1986-87, and reduced 9.5 percent to $38,000 in
1987-88. A moderate increase was expected for 1988-89. Increased enrollment in the
district (attributed in part to the success of the project) led to some budget tightening,
pending passage of a tax levy increase. In 1987-88 the majority of funds were used for
staff stipends, workshops and conferences. $10,000 was used ir support of the Greater
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Cleveland Educational Development Center, which sponsored training workshops, and
$5,000 was used for teacher mini-grants. A small amount was set aside for materials.
Five percent of the funding came from the Jennings Foundation grant, and the
remainder from state and local general revenues. Indirect costs to the district are some
administrative and support staff time and facility use. There is not a separate
Motivation to Excel budget line; rather, costs are divided among several different
accounts,

.

One third of the teachers and administrators in North Olmsted were randomly selected
and sent surveys. Surveys were returned by 75 persons, for a response rate of 82
percent. Eighty-five percent were members of the local teacher association. Eight
percent of the respondents had been in the North Olmsted district for five years or less,
and 8 percent have five or less years of teaching experience. Over one-fourth of the

respondents have been in the district for 20 years or more.

Over half of the respondents had earned a master’s degree, and 31 percent had 30 or
more hours beyond the master’s level. Nine percent had fewer than |5 hours beyond the
B.A.“degree. Looking ahead five years, 65 percent expect to be in the same position at
North Olmsted, and 14 percent expect to remain in the district but hold a different
position. Fifteen percent anticipate retirement within five years. Only 6 percent expect
to be seeking employment outside of the district.

For 61 percent of respondents the purpose of the Motivation to Excel program was
improvement of teacher performance, while 37 percent felt that enhancing the status of
teachers as professionals was the purpose. The inducements offered by the program
were increased teacher efficacy (according to 81 percent of respondents), awards and
recognition (cited by 76 percent), improved workplace conditions (reported by 63
percent), and increased professional status for teachers (cited by 60 percenmi of
respondents). About one-fourth also inuicated that enlargement of teachers’ professional
responsibilities was a motivator in the program.

Central office staff was given credit for initiating the Motivation to « xcel program by
89 percent of the respondents. Ninety-three percent also cited the central of fice staff as
a party to the planning and development of the program, wiile 81 percent reported that
principals were involved in planning, 68 percent indicated that individual teachers had
played a planning role, and 61 percent included the superintendent as a party to
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planning the program. Forty-four percent mentioned the local school board as 3
planning agent. Central office staff were ranked as most influential in the planning

process by 84 percent of the respondents.

The central office staff aiso was most important to the implementation prccess,
according to 71 percent, with building principals and individual teachers foiiowing in
importance as program implementors. The district superintendent was named as having

an important secondary implementation role.

The administrative team was a source of needs-assessment data relative to the program
according to 79 percent of respondents, and 69 percent mentioned teacher survey as an
important source of needs assessment. A teacher committee also provided needs
assessment data according to 43 percent, and 21 percent felt the local teacher association
had input that proi/idcd,nceds assessment.

e’

Seventy-two percent of respondents had been participants in the program and another 13
percent had served in leadership roles. Eleven percent were not sure if they were
eligible to participate. The biggest surge of involvement came carly in implementation,
when 37 percent first became involved. Fourteen percent of the respondents first
became involved when the program was being planned at the district level, and 8 percent
first became involved in planning at their building level. Twelve percent are
considering involvement in the future, with only 4 percent not anticipating any
involvement at any time. Eleven percent of respondents thought participation in the
program was mandatory, 39 percent believed participation was voluntary, and 44 percent
indicated that some aspects of the program are mandatofy.

The program has had a positive impact on job effectiveness according to 74 percent of
respondents, 22 percent specifying very positive impact. There were no reports of
negative impact. Over 60 percent of respondents felt a positive impact on interactions
with students as well as with colleagues, and 55 percent reported positive impacts on
control over work and status among peers. Significantly, 79 percent felt a positive
impact from the program on professional growth opportunities, with 26 percent
specifying verv positive impact. Almost half of the respondents felt the program

increased their input into building-level decisions, while one-fourth felt that their input
into district-level decisions were increased. Seven percent said it had aegative impacts
on input into district decisions. In most other cases, less than 5 percent reported any
negative impacts, but 9 percent did indicate the program had negative impacts or. their

use of time.
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For eleven percent of respondents the program had a positive impact on salaries, and
there were no negative impacts on salaries. The impact on overall job satisfaction was
positive for 73 percent of respondents, with 22 percent indicating very positive impact.
Forty-nine percent felt che program had a positive impact on their decision to stay in
their present position, with 25 percent specifying very positive impact on that decision.
Five percent felt the program’s affect on their decision to remain at North Olmsted was

negative.

The program should be expanded according to 54 percent of the respondents, and 39
percent recommended maintaining the program in its present form. The remaining 7
percent recolamended diminishing or terminating the program. Over 80 percent expected
the program to continue or to grow. For 63 percent Motivation to Excel was completely
or mostly successful, and for 32 percent it was a moderate success. Only 5 percent called
it unsuccessful.

Key findings about respondents’ experience with the Motivation to Excel program at
North Olmsted include:

- The program was initiated due to a noticeable decline in staff morale, student
achievement, and community support for the district.

- Most respondents identified the primary goals of <he program to be either
improving teacher performance or enhancing the professional status of teachers.

. Several inducements were viewed as motivating forces in this program. Most
often cited was increased teacher efficacy, followed closely by awards and
recognition, improved conditions in the workplace, and enhanced professional
status for teachers.

- The central of fice staff was most often identified with the initiation, planning,
and implementation of the program.

- Building principals, individual teachers, and the superintendent also
contributed to planning "Motivation to Excel" according to the majority of
respondents. The local school board was viewed by a smaller number as having
played a part.

- Building principals and individual teachers were viewed as being next in
importance to the central office staff n implementing the program.

- Administrative eam input and a teacher survey were the two most recognized
forms of needs assessment data. The teacher survey used was the
Organizational Perception Questionnaire.

- About 85 percent of respondents have either been leaders or participants in the
program,

- Only 4 percent do not expect to get involved in the program =t some point.
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The most pervasive positive impacts were in the areas of professional growth,
job effectiveness, collegial interactions, and relationships with students.

About half the respondents felt the program increased their access to decision
making at the building level. However, only about one-fourth felt their input
into decisions at the district level had increased because of the program, and 7
percent actually felt the program had a negative impact on their input into
district-level decisions.

The use of time was negatively impacted for 9 percent of respondents.

Almost three-fourths felt the program had a positive impact on their job
satisfaction and almost half felt it had a positive impact on their decision to
remain in their present position.

Almost 90 percent of respondents recommend that the program be expanded or
continued, and 80 percent expect that to happen. An expanded program is
preferrcd by over half the respondents.

Almost all respondents rated the program as successful, with 63 percent rating
it as completely or mostly successful.
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Rittman Exempted Village Schools: Superior Iastruction Awards Program ‘a

I favor reinstatement of the program. I think it is good as long as it is strictly
voluntary and not pressure put on teachers to participate.

- elementary teacher

Rittman, Ohio, has a population of about 6,000 and lies about 16 miles southeast of
Akron. Rittman is along the Chippewa River in Wayne County. There are several
industries located in Rittman, inluding a Morton Salt plant, and many residents find
employment in nearby Akron and Massillon. The surrounding countryside supports
agriculture. Area education facilities include the University of Akron and, a bit further
afield, Kent State University. The Rittman Exempted Village School District is
composed of two ¢lementary schools, one middle school, and one high school, staffed by
85 teachers and seven administrators. There are about 1,350 students enrol’ad.

The program under study is cailed the Superior Instruction Award Program. It was
established in 1983 to provide teachers with additional monetary rewards along with
recognition for excellence. Prior to the plan, increments were based solely on
professional growth activities, such as classes, travel related to areas of instruction,
curriculum writing, and publication of articles. Under the Superior Instruction Award,
teachers accrued 15 points to qualify for a Professional Growth salary increment, and
could earn up to ¢ight of the points based on their two most recent consecutive
evaluations. A point schedule was established to determine the number of points staff
could earn for various professional growth activities to complete their 15 points. An
activity could not count toward a Professional Growth Increment il it was part of
routine job expectations, was otherwise rewarded in the form of a stipend, or was used
to advance on the salary schedule (e.g., to move from the B.A + 20 lane to the M.A. lane).

Evaluations for returning teachers were conducted twice each year, and new teachers
reccived four evaluations. Teachers had one week following an evaluation to request
that the principal assign it point values toward the salary increment. The principal then
prepared a recommendation for points to be awarded based or. this and the previous
evaluation and discussed it with the teacher. At that point the teacher could withdraw
the request, or ask the principal to send it to the superintendent for approval,
disapproval, or modification. Upon recommendation of the superintendent, the school
board then gave final approval to the award. The award was a pcrmanent increase in
salary computed on the basis of 3.4 percent of the salary base. Teachers could apply for

1%4
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an increment every year if haif the points were earncd oa the basis of performance
evaluations. Otherwise, teachers could only apply for Professional Growth Increments
every five years. Providing program oversight was the Review Committee, composed of
a school board member, the district superintendent, one of the four district principals,
and four teachers (one elected from each building). The plan had the support of the
local teacher association presiden’ but was not brought before the whole association for

an endorsement.

In 1986-87 the program cost the district $3,618, and this increased slightly to $3,832 in
1987-88. A slight increase was expected for 1988-89. All funds were used for salary
increases. After 1986-87 budget constraints forced the school board to freeze the
program. Staff who had earned their Professional Growth increments based on Superior
Instruction points in that year kept them, but no new awards were issued during 1987-

88. The initial hope was to resume the program after a temporary hiatus, but by 1988-89

it appeared that the program would not be resumed. This is a special case among our
study sites, in that a program that seemed to get of f the ground well had its life cut

short.

To assure the minimum sample size of 40 teachers, one-half of Rittman’s teachers anu
administrators were randomly selected, and all 44 surveys were returned, for a 100
percent response. Seventy-eight percent belonged to the local teacher association.
Thirty-one percent had their master’s degree with up to 14 additional hours, and 31
percent had 15 or more hours beyond the master’s level. Six percent had less than 15
hours beyond a B.A. degree.

Twenty-three percent of the sampie group had been at Rittman five vears or less, and 2!
percent had been with the district 20 years or more. Only ten percent had five or fewer
years of teaching experience. Forty-one percent of respondents indicated that they
expect to be in the same position in t'ive years, and 16 percent expect to be in another
position at Rittman. Another 28 percent expect to be working in another school district.
and 13 percent expect to have retired within five years. Among the 21 study sites, this
is a low retention rate.

The primary purpose of the Superior Instruction Award was to motivate improved
teacher performance, according to 79 percent of the respondents. Twelve percent felt
that enhancement of the teaching profession was the program’s primary purpose.
Enhancement of the profession was most often cited as a secondary purpose, with 29
percent including teacher retention and 19 percent ranking teacher recruitment among
the secondary purposes of the program.
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Monetary reward was the leading incentive force imbedded in the program, cited by 95
. percent of respondents. Other motivators identified by respondents were increased
teacher efficacy, cited by 72 percent; awards and recognition, cited by 51 percent; and
l enhanced teacher status, cited by 40 percent.
All respondents selected the superintendent of schools as the initiator of the program,
' and all included him as a contributor to the planning and development of the program
(with 90 percent ranking him as most influential in planning the program). Also
' involved in program planning and development were individual teachers (according to
74 percent of the responde-ts), the local school board (included by 65 percent),
principals (cited by 58 percent), and central of fice staff (identified by 48 percent).
. Only 16 percent felt the local teacher association had played a role in developing the

program.

Ninety percent of respondents felt the district superintendent was most important in the
implementation of the program. Principals and the local school board were most often
cited as second in importance as program implementor. Central office staff and
individuai teachers were reported as third most important in implementation of the

Superior Instruction Award. The most often recognized forms of needs assessment
conducted relative to the program were administrative team input (cited by 78 percent)
and a teacher committee (identified by 74 percent). Thirty-three percent indicated that
a teacher survey had been conducted.

Thirteen percent of respondents said they had been in a leadership role in the program.
and 49 percent had been participants. Twenty percent had chosen not to participate.
while 16 percent were ineligible. Most participants became involved early in
implementation. Twelve percent were considering involvement in the future,!! and 19
percent did not expect to be involved at any time. All but one respondent correctly

awarded a salary increment in the first operational year before the district found it
necessary to freeze the program, but a far greater number than that consider themselves

to have been participants in the program. [t may be that some respondents considered
seeking points to qualify for the salary increment a form of participation, even if they
did not receive an increment.

1. We assume that those considering future involvement were speculating that the
program would be re-instituted

-8 3170

. identified the program as being completely voluntary. Only seven teachers were actually
)
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The program was rated as having a positive impact on job effectiveness by 56 percent of
respondents, and was not rated as having a negative impact by any. [n most impact
areas, between 25 and 35 percent felt the program had positive impacts, while between
five and ten percent reported negative impacts. However, in terms of professional
growth opportunities, 75 percent rated the program as having positive impact, 31 percent
specifying verv positive impact, and not one reported a negative impact. Fifty-five
percent felt there had been a positive impact on salaries, though most of these (47
percent) specified glizhtly positive impact, and 9 percent indicated negative impact on

salaries.

One problem performance-based salary plans often encounter is damage to collegial
relations, as teachers feel they are competing for bonuses. At Rittman, 25 percent of
respondents felt the impact on status among peers had been positive, but 13 percent {elt
there had been a negative impact. Thirty-one percent felt the impact on interactions
with colleagues had been positive, and 9 percent rated that impact as negative. It
appears that while this problem may have existed to a degree, the program created more
good will than ill among colleagues.

Concerning overall job satisfaction, 41 percent felt the program had a slight positive
impact. Six percent thought there was a very positive impact while another 6 percent
thought it had a slightly negative impact. The remainder did no‘t feel any impact.
Twenty-five percent reported that the pr~3ram had a positive impact on their decision to
remain in their position, and only one respondent reported a negative impact on that
decision. This last point seems noteworthy in view of the high rate of attrition
projected by respondents.

Almost half (49 percent) of the respondents recommended that the program be expanded.
and 31 percent recommended it be continued in its present (before freeze) form. Very
few actually expected an expansion, but 41 percent did expect the program to be
continued. Thirteen percent expected the program to be diminished, and 39 percent
thought the program would be completely terminated. For over haif the respondents (36
percent) the program had been moderately successful, and 26 percent called it o~ stly
successful. Five percent felt the program had been a complete success. Fourteen percent
called it mostly unsuccessful,

{




Key findings about respondents’ experience with the Superior Performance Award at

Rittman include:

- The district siaff is well educated, with over 60 percent holding a master’s
degree or higher.

- There is a fairly high rate of attriticn based on reports that 28 percent of the
respondents expect to be working in another district in five years, while
another 16 percent expect to have retired in that same time.

j 2~
- Most respondents considered the purpose of the program to be improvement of
teachers’ performance, with enhancement of status of teachers as professionals
as the secondary purpose. A minoritv of respondents identified teacher
recruitment and teacher retention as secondary purposes.

. Monetary rewards and increased teacher efficacy were reported most often as
the incentive forces imbeddex in the program. Cited less frequently were
awards and recognition, and enhanced teacher status.

- The district superintendent was unanimously singled out as the initiator ol the
program, and was considered the most important force in the planning and
implementation of the program.

- Also involved in planning the program were building principals, the local
school board, and individual teachers. Less than one-fourth ot respondents telt
the local teacher association had participated in program planning.

After the superintendent, others identified as program implementors, in
ascribed order of importance, were building principals, the local school toard,
central office staff, and individual teachers.

- Administ-ative team input was most frequently cited as a source ol needs-
assessment data, with many respondents also reporting tuat a teacher committee
had provided some data ou needs. About one-third included a teacher surveyv as
a source of needs assessment data.

- Almost half of respondents had participated in this program, and |3 percent
served in leadership roles.

- Twenty percent of respondents had chosen not to participate in the program.
N {

- The program had positive impacts in most areas for 25 to 35 percent of

respondents, and negative impacts for less than 10 percent. [n many cases the

majority reported "ro impact”.

- The most pronounced positive impacts attributed to the program were o
professional growth opportunities and job effectiveness.

- About half the respondents felt the program had a slight positive impact on
salaries. Nine percent felt the impact on salaries had been negative.

- The impact on collegial interactions and status among peers was ranked about

the same as most other areas, indicating that difficulty had not been caused by
competition for merit salary increases.
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Almost half the respondents felt the program had a pos_itiv_e impact on their
overall job satisfaction, and 6 percent reported a2 negative impact on job

satisfaction.

For 25 percent the program had a positive impact on their decision to remain in
their positions.

Almost haif of the respondents recommended expanding the program, and
another 30 percent recommended maintaining it at its pre-freeze level.
However, few expected ¢xpansion ani only 40 percent expected continuation.
About 40 percent recognized the likelihood of complete termination.

Eight-two percent rated the program as having some degree of success, with 31
percent selecting "completely” or "mostly” successful.
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Green Bay Area Public School District: Educational Improvement Program (EDIMPRO)

[ really like this rype of program because it gives staff a lot of opportunities to
enrich thei own lives which in turn enhances their service to the school district. It
should never be made mandatory or it will lose its appeal.

- student services provider

Green Bay is a city of about 87,500 situated at the foot of Green Bay, off of Lake
Michigan in eastern Wisconsin. Green Bay is a port city and a regional manufacturing
centey, especially noted for the production of paper products. Green Bay is 6f course
also noted as the home of the Green Bay Packers. The nearby Door County peninsula
and the Nicoiet National Forest provide bountiful recreational opportunities.
Educational facilities in the area inciude the University of Wisconsin at Green Bay, St.
Norbert College in outlying De Pere, the Northeast Wisconsin Technical College, and
Lawrence University in Appleton, thirty miles away. The Green Bay Area Public School
District includes 42 instructional sites with a staff of 1,127 teachers and 60
administrators. There are about 17,000 students enroiled in the district.

The proéram under study at Green Bay is called EDIMPRO, an acronym for Educational
Improvement Program. ECIMPRO is designed to provide ongoing professional
development for all teachers, linked to a contractual requirement that teachers earn 22.5
inservice hours each vear. This is based on the traditional three days (at 7.5 hours per
day) inservice requirement. If teachers do not meet this commitment, their salary is
reduced by one hour’s pay for each hour not fulfilied. The 21.5 hour requirement is
prorated for part time employees. The hours can be earned on convention days, personal
leave days, or outside the regular work schedule. The activity must relate to the
teacher’s specific teaching area or to a district need, and must be approved by
EDIMPRO.

Credit may be earned through attendarce at the annual teachers’ convention,
involvement in curriculum ‘writing, additional study not applied to salary advancemeat,
independent study, or EDIMPRO sponsored programs. Stalf may proposc other activities
and submit justification to the EDIMPRO Board and Instructional Council.

Through EDIMPRO and the EDIMPRO Teacher Center, the district offers teachers
diverse opportunities to engage in staff development suited to their individual needs and
interests in either the teaching or the learning role. Staff members may propose courses
they would like to teach and if accepted, the course is listed in the EDIMPRO Bulletin,
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issued five times per year. Staff members who serve as consultants, curriculum writers,
or program planners have the option of receiving pay, inservice credits, or scme

combination of the two.

The EDIMPRO Teacher Center coordinates all EDIMPRO programs. Approximately 165
training session each year span a diverse range of topics. The trainers are teachers and
administrators from Green Bay or neighboring districts, university personnel, or other
consultants. A written needs »ssessment is conducted each spring to determine what
programs and training sessions would be most useful in the coming year. The program is
facilitated by the EDIMPRO Specialist, who is 2 memoer of the teachers’ bargaining
unit. Oversight is provided by an EDIMPRO Policy Board, made up of five teachers and
four administrators. The teacher members are appointed by the Green Bay Education

Association president. The Policy Board meets monthly.

In addition to the training programs, the EDIMPRO Teacher Center houses an
instructional resource center and coordinates the district’s staff wellness program.

EDIMPRO was funded at $98.094 in 1986-57. This was decreased slightly to $97,414 for
1987-88, and a slight increase was expected for 1988-89. About two-thirds of the budget
is used to support staff salaries, including the EDIMPRO Specialist, and another large
share supports staff fringe benefits. Consultant and training costs were $12,500, and a
small fund was provided for materials. There are no indirect costs to the district, and
the total program is a separate line item in the district budget.

A sample of 130 teachers was randomly selected, representing | 1.5 percent ot the faculty
With administrators also selected, 136 surveys were mailed, and 118 surveys were
returned, for a response rate of 87 percent. Ninety-three percent were members ot the

local teacher association.

Twenty-eight percent of the respondents had fewer than 15 hours b2yond a B.A. degree,
and 20 percent had between |5 and 29 hours past the B.A. Another 28 percent had a
master’s degree with up to 14 additional hcurs, and 20 percent had 15 ot more hours
beyond the master’s level. Staff with five or less years at Green Bay made up 27 percent
of the respondents and =9 percent of respondents had been in the district 20 years or
niore. Thirteen percent had five or less years of teaching experience. Sixty-five percent
expect to be in the same position in five years, while 16 percent expect to still be with
the Green Bay Schools, but in a different position, and |l peércent expect to have rctired

within five years.
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EDIMPRO is primarily considered a program to motivate improved teacher performance,
as cited by 9! percent of the respondents. Enhancement of the status of teachers as
professionals is seen as a secondary purpose by 76 percent of the respondents, while 20
percent considered teacher retention a secondary purpose. Increased teacher efficacy is
clearly the most common inducement for those engaged in the program, cited by 98 /
percent of respondents. Fifty-one percent also considered increased professional status
as a motive and 42 percent cited improved conditiens in the workplace as an incentive
motive. Though participation can prevent salary recductions, only 15 percent felt that

monetary benefits were a motive for participants.

The local teacher association was most often reported to be most responsible for
initiating the program, by 43 percent of respondents. The district superintendent was
considered most responsible by 19 percent and 13 percent felt other central office

personnel had initiated the program.

Several parties were identified by large numbers of respondents as contributors to the
planning and development of EDIMPRO. Individual teachers were cited by 94 percent
of the respondents. Central office personnel were included by 84 percent, the loca!l
teacher association by 75 percent, the district superintendent by 64 percent, and 62
percent pointed to the local school board as contributors to planning and development of

the program.

The local teacher association was considered most influential in the planning stage of
the program by 37 percent of respondents. Twenty-nine perceat felt the central of {ice
staff had been most influential, and 22 percent considered individual teachers to have
been most influential in planning the EDIMPRO program.

Credit for implementing the progrum was divided three ways, with 71 percent ranking
individual teachers, 64 percent naming central office staff, and 31 percent including the
local teacher association as one of the three most important parties to the

impleinentation of the program. <

A teacher survey, as described above, was almost always recognized as a source of needs-
assessment data, cited by 97 percent of the respondents. There were several other forms
of needs assessment identified, with 76 percent of respondents indicating input from the
local teacher association, 66 percent mentioning a teacher committee, and 58 percent
including administrative team input. Twenty-five percent indicated that a teacher
supply and demand study served as a source of needs-assessment data.
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Ninety-two percent of respondents have been participants in EDIMPRO, and 3 percent
served in leadership roles. Three percent have chosen not to participate. Over half the
resnondents first became involved with the program after it had been well established,

while 36 percent first became involved during implementation. Six percent became
involved during the program planning process. The program was thought to be
mandatory by 31 percent of participants, while 48 percent called it a strictly voluntary
program, and 16 percent indicated that some aspects of EDIMPRO are mandatory. The
distinction may lie in whether or not salary reduction is a viable option to the

respondent. If it i3 not, the program is, in effect, mandatory.

With such high participation rates, we would expect large numbers of respondents to
report some impacts, and this is the case. Almost all reported impacts are positive.
Ninety percent feit the program had positive impacts on job effectiveness, with 34
percent specifying very positive impacts; 75 percent said there were positive impacts on
interaction with colleagues (with 30 percent specifying verv positive impacts); 75 percent
also saw positive impacts on relationships with students (25 percent specifying very

posivive), and 94 percent credited the program with positive impacts on professional
growth opportunities (60 percent specifying very positive). However, only 20 percent
indicated the-e were positive impacts on salary, and most of those were slightly positive

impacts.

For 82 percent of respondents ED'MPRO had positive impacts on their overall job
satisfaction, with 25 percent citing very positive impacts. No one felt negative impacts
on job satisfaction. Forty-eight percent felt that the program had positive tmpacts on
their decision to remain in their present position.

Exactly half of the respondents recommend that EDIMPRO continue just the way it is,
while 47 percent recommend that the program be expanded. These figures lairly well
match :he expectations for the future, though a few more respondents (9 percent) relt
the program would be diminished. All but one individual rated the EDIMPRO program
as a success, 13 percent called it completely successful, 62 percent considered it to be
mostly successful, and 24 percent rated the program as moderately successful.
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Key findings about respondents’ experience with the EDIMPRO program at the Green

Bay Area Public Schools include:

- Examining the response group shows that the district has a fairly good rate of
retention, and a large bulk of teachers who are neither recent entries to
teaching nor approaching retirement. Asa faculty, there are fewer teachers
with advanced degree work than in most of the other study sites.

The purpose of the program is generally considered to be improved performance
of teachers, with many respondents selecting enhancement of teachers
professional status as a secondary purpose and avout one-fifth indicating that
teacher retention is a secondary purpose.

- Increased teacher efficacy is by far the most often identified motive that
drives the » ogram. Enhanced teacher status and improved working conditions
were each cited by roughly half the respondents us inducements.

- Monetary reward was not considered a driving motive for this program.

- No one party received credit for initiating the program from the majority of
respondents. The local teacher association was cited most often as the initiator
of the program, and the superintendent and centrai office personnel each
received a share of the credit as well.

- Many parties contributed to planring and deveioping the program. Most
frequently named were individual teachers (cited by 94 percent), but the local
teacher association was more often called the major influence on program
development.

Q

- Othe-s involved in planning the program were central office personnel, the
district superintendent, and the local school board.

- Three parties were each given a large share of credit for implementing the
program: individual teachers, the central office staff, and the local teacher
association.

- A teacher survey was the most prominent form of needs assessment. Local
teacher association input, a teacher committee, and administrative team input
were also often cited. About one-fourth of the respordents indicated that 2
teacher supply and demand study had been conducted.

The participation rate was very high, with 92 percent of respondents in
participant roles and 3 percent in leadership roles.

- Most participants became involved after the program was established. Six
percent became involved during the planning stage before the program was
implemented.

- Strong positive impacts were ieported in the areas of job effectiveness,
interactions with colleagues, relationships with studeats, and especially
opportunities for professional growth.

- Very few negati ~ impacts of any kind were reported.
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Eighty-two percent of respondents felt a positive impact .n their overall job
satisfaction, and 48 percent felt the program had a positive impact on their
decision to remain in their present position.

Respondents were almost evenly divided between wanting the program
continued as is, or expanded. Most respondents expected cither continuation or
expansion of tl.e program, though 9 percent thought the program would be
diminished.

The overall rating for the program was 99 percent successful, with 75 percent
rating it as completely or mostly successful.
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Even though this program has caused me (0 become more involved and busier than I
have aver been in my 38 years ia education, it is probably the best thing [ have seen
happen educationally during that time.

Platteville Public Schools: The Platteville Plan for Instructional Improvement

- principal

Platteville is a town of about 9,500 located in southwestern Wisconsin 22 miles from
Dubuque, lowa, and about 70 miles southwest of Madison. This unglaciated part of
Wisconsin is noted for its lovely rolling terrain ard was once a lead mining center. Now
it is a popular tourist area. The surrounding country is mainly agricultural, but
Platteville’s economy is largely intertwined with the University of Wisconsin’s Platteville
campus. This school has its origins as a technicai college for mining, but has grown .0
a full range university, though it maintains the Miner motif. The Platteville Public
Schools serve about 1,850 students at three elementary schools, one middle school, and
one high school. There are 143 teachers and 10 administrators in the district.

The program under study at Platteville is the Platteville Pian for Instructional
Improvement (PPII). Platteville had initiated a program to fester professional growth
and school im.prosement at the time the state of Wisconsin issued the request for
proposals for their incentives pilot program. Platteville received the state pilot grant
and thus was able to accelerate the rate and scope of their program development. The
PPII includes curriculum development, staff development, performance assessment, and 2
system of incentives that includes, but is not limited to, monet:ry compensation.
Program improvement activities involve Platteville educators ia curriculum development
and program evaluation. Professional development activitivs provide renewal,
remediarion, and reinforcement for all practicing teachers through continuing education
and professional reinforcement. The plan provides incentives to all educators for
participation in professional activities and to some educators for assuming additional
role specialization.

The urriculum development component established a process for developing and/or
revising written curriculum in each of seventeen K-12 programs. A program evaluation
component was established utilizing research, development, and external evaluation.
Particular staff needs were identified for the continuing education component, with a
workshop series dev-loped to meet those needs. These have included formative
supervision training, substan.e abuse awareness and intervention training, effective
instruction, ef fective supervision, and gifted education. The Collegial Guidance
component of the program created "model" and "mentor" role specializations, to provide

collegial reinforcement to practicing teachers.
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The performance component initiated a staff supervision and evaluation program based
on principles of effective instruction, and provided inservice on the evaluation program
to all educators. This performance evaluation criteria includes attention to six facets of
the educators work: preparation and planning, instruction, student evaluation, classroom
management, human reiations, and professionalism. Finally, the incentives component
included financial compensation, rclease time, or both for assuming additional
responsibilities, such as presenting a workshop to colleagues, writing curriculum, or
serving as a mentor teacher. The amount of compensation depends on the scope and
duration of the work involved, up to a high of $3,000 for a full time year-long mentor

assignment.

The PPII was funded at $110,000 in 1986-87 and increased by 9 percent to $120,000 in
1987-88. A large decrease was expected in 1988-89 as the state incentives pilot funding
was withdrawn. Forty-five perceot of the project budget came from the state grant
money, and the other 33 percent ¢ame from local district general revenues. Three-
fourths of the funds were used for staff salaries, 20 nercent for consultant services, and
the remainder for materials. The local district assumed an .dditional coust. $635,000 for
three contract days added for staff development activities related to the project.

One-third of Platteville’s teachers and administrators were randomly selected and sent
surveys. Fifty of the 51 surveys sent out were returned, for a response rate of 98
percent. Of respondents, 76 percent belonged to the local teacher association. Sixteen
percent of the respondents had a master’s degree with up to 14 additional hours earned.
while 44 percent had 13 or more hours beyond the master’s level. Eighteen percent had
less than 13 hours beyond a B.A. degree,

Thirty percent of the respondents had peen with the Platteville schools for five or less
years, and 18 percent had five or less years of teaching expericnce. Twenty-four percent
had been in the district 20 years or more. Looking ahead five years, 48 percent expect
to remain in the same position, and 14 percent expect to still be in Platteville Zut na
different position. Twenty-two percent expect to find a position in another district and
10 percent anticipate retirement within that time frame. This is a large pool of teachers
fairly new to the district, and higher than average (in this set of studies) attrition rate.
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The primary purpose of the program is improved teacher performance according to 88
percent of the respondents. Enhancement of teachers’ professional status was judged to
be a secondary purpose of the PPII by 76 percent, and 32 percent thought increased

teacher retention was a secondary program purpose.

Respondents included all of the incentive inducements as forces involved in the PPPL
To 94 percent of respondents, increased teacher efficacy was a motivator driving the
program. _Ir. addition, 74 percent cited enhanced teacher status as a motive, 64 percent
pointed to enlargement of professional responsibility as a project motivator, 50 percent
cited monetary rewards, and awards and recognition, and improved workplace conditions
were each mentioned by 48 percent of the respondents as motives for program

participation.

Seventy-eight percent of respondents considered central office staff to have initiated the
program, and 20 percent thought that the district superintendent had been the project
initiator. All respondents included central ¢i'"ice staff among the programs
planner/developers and most (92 percent) consi.'ered the central office staff the most
influential force in planning the program. The s. nerintendent was cited as a
contributor to planning the PPII by 86 percent of re. *vndents, 76 percent noted the role
of individual teachers as planners, and 70 percent cited principals as playing a planning
role. The local school board was also mentioned as contributors to program planning, by
46 percent of respondents, and 40 percent included the State Education Agency, no

doubt in recognition of the pilot project funding and RFP guidelines that had been met.
The central office staff was also most often cited as the key player in implementing the
“PPII, reported by 88 percent of the respendents. The district superintendent, building

principals, and individual teachers were the next in rank order as program in.plementors.

Needs assessment for the program was conducted by an administrative team, according
to 87 percent of responses, and a ieacher committee ard a teacher survey were each

identified by over 50 percent. Thirty-three percent said that a community needs survey
had becn conducted, and 31 percent noted local teacher organization input as sources of

needs assessment.

All but one respondent had participated in the program or served in a leadership role.
More precisely, 20 percent reported to have played project leadership roles, and 78
percent had been project participants. The largest share, 42 percent, became involved
during early implementation, with 20 percent joining in during the district-level
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plaaning and 10 percent getting involved in the program at the building planning level.
Two-thirds of respondents consider some aspects of the PPII to be mandatory, while 24

percent described the entire program as mandatory.

With very high rates of participation, high levels of impact ar, .xpected. Indeed, there
were very high levels of positive impacts reported in a numb r of areas. These include
job effectiveness, with 92 percent rating the project impact 4s positive (38 percent verv,
positive); interaction with colleagues, rated positive by 80 percent (40 percent specified
verv positive); professional growth opportunities, rated positive by 98 percent (58
percent verv positive); and relationships with students, rated positive by 80 percent (30
percent verv positive). Ratings of negative impact were generally between zero and 8
percent, though 18 percent felt that there was a negative impact on their use of time.
Fifty percent indicated that the program had a slightly positive impact on their salaries,
and 8 percent rated this impact as very positive. In most other cases, the ratings for
positive impacts were between 50 and 60 percent of respondents.

Overall job satisfaction was impacted favorably for 84 percent of respondents, and
negatively for 4 perci:nt. Thirty-two percent called it a verv positive impact. For 36
percent of respondents, the program had a positive impact on their decision to remain in
their present positions, and half of these specified very positive impact.

Forty-eight percent of respondents recommend that the program be continued in its
present form, and 34 percent recommend expansion, with 18 pcrcent preferring a
dimirished program. However, 44 percent expect a diminished program, rccognizing the
end of special state funding for the project. Overall, the program was rated as 1 SUcCcess.
It was one of only two of these programs that was not rated as unsuccesstul by a single
respondent. Seventy percent called the program mostly successful, 6 percent considered
it completely successtul, and the remaining 24 percent rated it 2 moderate success.

Key findings about respondents’ experience with the Platteville { rogram for
Instructional Improvement include:

- The district has a high turnover rate, with 32 percent having been in the
district for five years or less, and 28 expecting to leave the district within
another five years.
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The PPII started as a district initiative, but greatly accelerated when state
funds became available.

The primary purpose of the program is perceived as improved performance,
with enhanced status for teachers and teache: retention as secondary purposes.

The full gamut of potential motivators seem to be at work in this project.
Increased teacher efficacy was noted most often, but improved workplace
conditions, awards and recognition, monetary rewards, enhanced status, and
enlargement of teacher responsibilities were all mentioned by half or more of

the respondents.

Central office staff was most often noted as the key party involved in program
initiation, development, and implementation.

The district superintendent, principals, individual teachers, local school board,
and the state education agency were all mentioned by large shares of
respondents as playing a part in planning the program.

After the central office staff, the most important program implementors were
the district superintendent, building principals, and individual teachers.

The administrative team was most often named ag the sJurce of needs-
assessment data, with about half the respondents citing a teacher survey and a
teacher committee as other sources.

All but one respondent had either been a program leader or partici- \nt, with
leaders making up 20 percent of the respondents.

A large number -- 30 percent -- first got involved with the program during u
planning process. The greatest number -- 42 percent -- got ii.volved d ring
early implementation.

Over 80 percent of respondents said the program had positive impacts on
professional growth opportunities, job effectiveness, interaction with colleagues,
and relationships with students.

The only negative impact of note was for 18 percent who reported a negaiive
impact on the use of their time.

About half the respondents :xperienced positive impacts on their salaries,
though most of these were just slightly positive.

The PPII's impact on overall job satisfaction was positive for 84 percent ot the
respondents, and 56 percent felt a positive impact on their decision to remain in
their present position.

Most respondents recommend continuing or expanding the program, but many
recognize that the loss of state funds make a diminished program inevitable.

Ove.rall,_ the program was i1ated a success, with three-fourths ot respondents
calling it completely or mostly successful.

J<od
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Waunakee Community School District: Waunakee Teacher Incentive Pilot Program: '&

One interesting feature of this program has been pressure on the administrators by
both the Board of Education and the teachers to improve their evaluation and
supervisory skills. This was an unanticipated benefit; it requires greater
accountability on the part of administration with clear ¢vidence of their skill to
evaluation and supervise staff.

- middle school teacher

Waunakee is located about ten miles north of Madison. Once a small and distinct town
serving its surrounding farmers, Waunakee has taken on the role of bedroom community
for Madisoa. It's proximity to Madison makes the many cultural, recreational, and
educational amenities of the city, including the University of Wisconsin-Madison.
accessible to Waunakee. waunakee’s population is close to 4,000. The school district
serves about 1,625 students in one elementary school, one middle school, and one high
school. There are 119 tea hers and 9 administrators.

The program under study in Waunakee is the Waunakee Teacher Incentive Pilot Program.
Like Platteville, Waunakze was developing new models of incentives for teachers and
was able to use a state grant {or incentives pilot projects to enlarge the scope and
accelerate the rate of their efforts. Waunakee’s program involves an interplay between
teacher compensation and teacher evaluation in the form of a career ladder. The career
ladder combines a system of providing salary incentives for demonstrated skilled
classroom teaching and additional professional opportunities and responsibilities for
skilled teachers. The career ladder program was negotiated into a three-year contract
between the school district and the local teacher association, so that the district was
contractually bound to maintain the program for at least one year past the state pilot
project funding.

There are four stages in the career ladder. The first is Provisional Teacher; newly hired
teachers during their [irst three years. Next is the Professional Teacher, who has snent
two years as a provisional teacher and received evaluation ratings of excellent. or three
years as a provisional teacher, with evaluation ratings of good. Professional Teachers
may select one of two paths for further advancement, the Teacher Specialist or Master
Teacher. The Teacher Specialist is given additional responsibilitics, such as curriculum
development. department leadership, or mentoring new teachers. Released time may be
provided for the Teacher Specialist to assume these extra responsibilities. The Master
Teacher is a full time teacher and must maintain "excels’ ratings on evaluations. There
are no additional responsibilities, although Master Teachers may be asked to demonstrate
instructional strategies to other teachers. The Master Teacher is rewarded for his or her

continuing excellence in performance.
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Within their position on the career ladder, teachers may earn salary advancements
through a combination of professional growth activities and satisfactory evaluations. I[n
addition, merit salary awards are presented to teachers who receive an evaluation of

"excels" or "commendable”.

Teachers engage in alternating annual cycles, with one year a staff development year
of fering opportunities to grow and try to implement new ideas in the classroem,
followed by an evaluation year, when the teacher must demonstrate continued expertise.
One feature of the evaluation year is that each teacher is observed by two different
administrators, balancing and validating their perceptions. Eaci evaluator must observe
the teacher twice (once pre-arranged, once unannounced). The evaluation results are

used to set goals for the teacher’s next development year.

Waunakee based its evaluation instrument on elements of effective instruction. The
elements included in the evaluation are planning, instructional skills, classroom

management, and professional expectations. Salary advancement (and movement on the
career ladder) requires ratings of at least "satisfactory” on evaluations.

An additional aspect of the incentives program is the Developmental Project Grant,
available to teachers to develop a program or project that will benefit the student body
or staff. Proposals are reviewed by the administrative team on an annual basis. A total
of $3,000 is set aside to be distributed among selected proposals.

The Teacher Incentives and Evaluation Review Committee was established to implement
and modify the project, establish appeals procedures, and set criteria for approving
professional growth activities toward career ladder points.

The program was funded at $100,092 in 1986-87, and at S177,686 in 1987-88. A slight
increase was expected for 1988-89 as teachers continue to earn merit pay advances. The
great majority of t'hc funds go into staff salaries, including career ladder advancement
and merit pay. $12,500 was devoted to consultants and training, $3,000 was set aside for
Developmental Project Grants, and a smali amount was available for supplies. With the
ctate withdrawing support, 61 percent of the costs are being picked up by the local
district general revenues. [n the future, all state support will be withdrawn.
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One-third of the faculty at Waunakee were randomly sclected and sent surveys. Thirty-
eight surveys were returned, for a response rate of 86 percent. Eighty-seven percent

belong to the local teacher association.

All respondents had at least !5 hours beyond their B.A. degree, and 32 percent had more
than 30 hours beyond their B.A. Eighteen percent had a master’s degree with up to 14
additional hours, and 24 percent had 15 or more hours beyond the masters degree. Eight
percent of respondents had been at Waunakee for five years or less, and 8 percent had
been with the district 20 years or more. Five percent had five or less years of teaching
experience. Looking ahead [ive years, 73 percent of the respondents expected to be in
the same position at Waunakee, and 5 percent expect to hold a different position in the

district. Cnly one respondent expected to have retired within five vears.

Improved teacher performance was consicdered the primary purpose of the incentives
program in Waunakee by 68 percent of the respondents. Twenty-six percent thought that
enhanced status of teachers was the primary purpose, and 60 percent thought enhanced
teacher status was the secondary purpose. For 26 percent of respondents, teacher

retention was a secondary purpose of the program.

Ninety-five percent of respondents felt increased teacher efficacy was an inducement to
participation, and 92 percent considered the monetary rewards a driving force. In
addition, 68 percent selected increased professional status, 55 percent marked
enlargement of responsibility, and 53 percent felt that recognition were inducements

imbedded in the program.

Several parties share the credit lor initiating the program. The district superintendent
was cited by 38 percent of respondents as most responsible for initiating the program, 22
percent selected the local teacher association, and 19 percent felt individual teachers

were most responsible for program initiation.

The local school board, district superintendent, local teacher association, and individual
teachers were all reported as contributors to planning and development of the program
by over 90 percent of respondents. In addition, 74 percent cited building princinals and
68 percent included central of fice staff in the planning and development of the project.
Forty percent indicated the involvement of the State Education Agency, recognizing the
role of the pilot project RFP and state funds in shaping the program,
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Half the respondents considered individual teachers most influential in planning the
program, with the rest mainly divided between the district superintendent and the local
teacher association. These same three, the superintendent, individual teachers, and the
local teacher association, were selected as most important in the implementation of the
program. Building principals and the local school board also played implementation

roles.

Input from the local teacher organization and from the administrative team were €acii
cited by 87 percent of respondents as sources of needs assessment, while 82 percent
mentioned a teacher survey, and 71 percent indicated that a teacher committce had

provided nesds-assessment data.

Participation rates in the Waunakee program were high. Eleven percent of respondents
had been in leadership roles in the program and 82 percent had been participants. Five
percent had chosen not to participate. Individuals first became involved with the
program in fairly evenly distributed clusters, with 29 percent first involved during the
planning process, 29 oercent first involved during early implementation,and 26 percent
getting involved later in implementation. Thirteen percent did not participate in the
program until after it had been established. Participation in the program was identified
as mandatory by 84 percent of respondents, but 16 percent said that not ail aspects of

the program werc mandatory.

The program had a positive impact on job effectiveness for 79 percent of respondents.
and 84 percent felt the impact on professional growth opportunities was positive (43

percent specifying verv positive). and no negative impacts were reported. In some

respects, the program seems to have caused some controversy, for along with a
respectable number of positive impacts were negative impacts indicating some resistance
to the program. For example, whiie 32 percent of respondents felt the program had a
positive impact on control over work, 26 percent rated the impact for that item negative.
Forty-two percent rated impact on the use of time as positive, but 32 percent telt the
impact on time was negative. Fifty percent experienced a positive impact on
interactions with colleagues, yet 18 percent felt the impact on interactions with
colleagues was negative. Even where 71 percent felt there had been positive impacts on
sa’larics (40 percent specifying »ery positive), thirteen percent noted negative impacts on

salaries. Finally, looking at overall job satisfaction, 47 percent felt positive impacts and
32 percent felt negative impacts, and while 42 percent reported that the program had a
positive impact on their decision to stay in their present position, 18 percent experienced
a negative impact in that vein. [t appears that fewer people were neutral about this
program than any other program among the 21 in this study.

220495




ERI!

Aruitoxt provided by Eic:

Forty-one percent of respondents recommended that the program be continued, and 24
percent would like it to be expanded. For 22 percent, the recommendation is to diminish
the program, and 14 percent would have it terminated completely. Thirty-five percent
expect the program to be diminished, no doubt anticipating the eventual result of the
loss of state funding. Yet, 27 percent expect the program to be expanded, and 35
perccnt expect it to remain in its present form. The overall ratings for the program
were mostly successful, according to 50 percent of the respondents and moderately
successful according to 42 percent. Just 8 percent rated the program as mostly

unsuccessful.

Key findings about respondents’ experience with the Waunakee Teacher Incentive Pilot

Program include:

The program used state funds to build upon a district initiative that was
already being developed.

The district has many "mid-career” teachers, not many new to the profession,
and not many long-term veterans or teachers nearing retirement.

For most respondents, the purpose of the program was to improve teacher
performance, with enhanced career status and retention as secondary purposes.

The two most often noted motivators driving the program are increased teacher
efficacy and monetary rewards. Increased status as professionals, enlargement
of responsibilities, and recognition were also considered inducements bv over
half of the respondents.

The district superintendent, local teacher association, and individual teachers
were the three parties most identified with the initiation of the program.

The district superintendent, local teacher association, the local schoci beard,
and individual teachers were all named as contributors to the program by cver
90 percent of respondents. Building principals and central office staff also
played planning roles according to over half the respondents.

The superintendent, local teacher association, and individual teachers were
viewed as having been most important to program imnlementation.

Teacher voices were important. Teacher association input, an administrative
team, a teacher survey, and a teacher committee ail were cited as sources of
needs assessment in relation to the program.

Eleven percent of respondents have been in program leadership roles, and 82
percent have been participants.

Individuals seemed to get involved in the program in evenly distributed batches
through the planning, early implementation, and later implementation phascs.

]




- There were high percentages of positive impacts reported for professional
growth opporrunities and job effectiveness.

- Reports of nugative impacts \rere looked at closely to consider reasons for
resistance 0 the program. The negative impacts mainly affect issues of control
and peer interactions.

- Though 47 percent reported a positive impact on overall job satisfaction, a
surprisingly high number (32 percent) reported negative impacts on overall job
satisfaction.

- For 42 percent of respondents, the program had a positive impact on their
decision to stay in their position.

- Sixty-five percent of respondents recommended that the program be expanded
or maintained as is.

- Almost all respondents gave the program an overall success rating, with half
calling the program mostly successful.
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/ The Respondent Pool

In Part Two we provided capsule descriptions and summaries of the principal findings
for each of the 21 :ncentive programs included in this study. The state-level contexts
for these programs were included as a frame for the local district initiatives. Part Three
presen:ed detailed information on the incentive programs, staff characteristics,
perceptions of program origins and development, and impacts on staff for each of the 21
sites. The descriptive information presented in Part Three is based mainly on
quantitative data, and provides an account of how respondents perceive these programs.
In Part Four we look at common themes and issues that can be identified through
examination of this information. The qualitative dara gathered both on the surveys and
through interviews offers a more wholistic picture of the experience teachers have in
schools ar.d how those experiencss provide or fail to provide incentivesghat make
teachers want to remain in those schools and inspire them to do their bést.

Since this synthesis is derived from the collective perceptions and responses provided by
1,402 respondents, this section presents a "class picture” describing those who responded
to our survey as a whole. While the special nature of each program and local district
conditions are not apparent in this "class picture,” a more global sensc of the patterns
and common themes can be depicted in this manner. (Sec Table | on the following

page).
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TABLE |,
Response Patterns for Position Classifications
elementary secondary  spec. ed. student building cent.-off.
teachers teachers teachers  services admin. admin.
(n=411) (n=457) (n=114) (n=30) (n=72) (n=37}
recommend 37% 39% 47% 54% 53% 54%
program
expansion .
e:.pect 34% 31% 44% 33% 34% 49%
program
expansion
rate programs 7% 6% 4% 2% 4% 22%
completely .
successful
rate progroms 39% 34% 54% 50% 49% 38%
mostly
successful
rate programs 41% 44% 36% 44% 38% 32%
moderately ty
successful )
rate programs 12% 13% 3% 4% 7% 8%
mostly
unsuccessful
rate programs 2% 3% 3% 0% 1% 0%
completely

unsuccesst ul

* Not included on table: "other” (n=39).
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The great majority, 84 percent, of those who responded to the surveys were teachers.
About 10 percent of respondents were special education teachers, and the remainder
were divided approximately evenly between elementary and secondary teachers. Four
percent of the respondents were student service personnel, and the remainder were
administrators or "other". Student service personnel and administrators were more likely
to recommend expansion of incentive programs than teachers, and special education
teachers appeared more likely to recommend program expansion than regular elementary
and secondary teachers. Central office administrators were most likely to expect their
programs to be expanded and wei2 far more likely than any other respondent group (o
rate programs as completely successful. Of course, as the descriptions of the programs
indicated, in most cases the central administration was quice invested in program
ownership. Regular education teachers were more likely tian others to rate programs as
mostly unsuccessful. We can speculate that special education teachers and student
service professionals may find some of these incentive options more compatible with
their relatively flexible schedules than do the regular classroom teachers who are more

confined to the traditional teacher role.

Female respondents grectly outnumbered males, with 61 percent of respondents being
female and 39 percent being male. There seems to be no particular distinction between
the response patterns of males and females. Males were more likely than females to
have been in program leadership roles, no doubt reflecting the fact that most
administrators were male. Respondents ranged in age from 21 to 63, with one to 40
vears of teaching experience, and one to 38 years of service in their present district.
There were no response patterns that seemed to correspond with respondent age or length

of service.

There was a wide range in the amount of formal education of the respondents. The
largest single cluster, 27 percent, are those with master’s degr ¢s and up to 14 additional
hours. Thirty-seven percent have less formal education than that, and 36 percent have
more. Respondents with a Ph.D are most likely to advocate program expansion. Of
course, they also are most likely to be district-level administrators.

Cumulatively, 62 percent of the respondents expect to be in the same position in five
years, 11 percent expect to have changed positions within the same district, and 7
percent expect to be teaching in another district. Twelve percent were anticipating
retirement within five years, and 4 percent expect to oe working outside the fiecld of
education. [t may be noteworthy that those expecting to remain in the same position or

O
C))
&
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anticipating retirement are most likely t0 recommend the programs continue urcaanged,
while those expecting to have different positions within the district are more likely to
recommend expanding the programs. Many of these programs create opportunities for
role diversification within districts, which may well mesh with the plans of those

seeking different positions in the district.

Overall, these expecting to remain in the same district, either in the same or in different

positions, are most likely to recommend that programs either be maintained or expanded.
On the other hand, those who plan to leave education for work in anuther field are most
likely to recommend diminiching or terminating the progroms. The programs may have

more incentive value for those with the "sensibility” of an educator; those who inferd to

self-select out of education may not find much in these programs that appeals to them.

(See Table 2).

TABLE 2.

recommendation

continuation of

program as is

expand the
program

diminish the
program

terminate the
program

* Not included in table: "leave of absence” (n=10), and "other" (n=19).

Program Recommendations Sorted by Respondents

Anticipated Career Status in 5 Years

same
position
(n=720)

46%

39%

6%

8%

different
position,

same district
(n=127)

7%

5%

position in
dif ferent
district
(n=86)

33%

$4%

position
outside
education retirement
(n=51) (n=142)*
26% 4%
41% 34%
220 6%
12% 11%
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The great majority of respondents, zimost 95 percent, were white. In only three of the
study sites 10 percent or more of the respondents were minorities and two others had
between 3 and 9 percent minority respondents. Though the percentage of respondents
was sm:tll.12 their rasponses include two curious patterns. Black respondents appear to
recommend the expansion of incentive programs more often than others. While overall,
41.5 percent of respondents recommended expansion of their respective programs, 63
percent of the black respondents wanted their programs expanded. No black respondents
recommended termination of any of the programs. We can only speculate as to the basis
and significance of this difference. Perhaps the legacy ot education careers as one of
the few entries to upward mobility available to blacks has rcinforced a desire to bolster
the rewards, both extrinsic and intrinsic, that teachers can receive. [t may be worth
noting that while blacks werc more likely to recommend program expansion, they were

no more likely than other respondents to ¢xpect the programs to expand.

The other curious observation is that 73 respondents rated the program in their district
as completely successtul, and all 73 were white. White respondents were also somewhat
more likely to rate their programs as mostly successfui than were Asian, black, or
Hispanic respondents. Minority respondente, on the other hand, were more likely to rate

... this may be a spurious findiug, or it may have some relation to differing
expectations in terms of structure and rewards. [n light of the small number ot these
respondents, further study of how minority teachers experience incentive programs is

needed before any clear conclusions can be drawn.

Altogether, 9 percent of the respondeats held leadership roles in the various programs,
and these individuals were far more likely than any others to report that the program
had very positive impacts on their job. Other program participants, who make up 54

percent of all respondents, are most likely to indicate that the programs had slight
positive impacts. Those who chose not to participate in their program werc least likely
to recommend program expansion and most likely to recommend that programs be |
terminated, while those who acted in leadership roles or participated in O‘ChCr ways were
far more likely to rate programs as successes than those who did not participate. (Sec
Table 3 on the following page).

12. The total number of minority respondents was 33, including 31 blacks, seven
Hispanics, and |7 Asians.

' the programs as "moderately successful" than were whites. Again we can only speculate
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§ Impact of Program on Overall Job Satisfaction Iﬁ
Accordiag to Respondent Lcrel of Program Participation
: leadership acted as a chose not to  ineligible to dign’t know l
(n=105) (n=609) {n=137) (n=88) (n=181) I ‘
very 46% 28% 4% 9% 6%
positive i
slightly 36% 44% 18% 14% 18% I
positive
no impact 15% 23% 73% 76% 74% '
slightiy 2% 4% 5% 1% 1% .
negative .
very 1% 2% 1% 0% 2% i
negative '
Another pattern is that the earlier in the evolution of a program respondents became -
involved, the more likely they were to realize positive impacts. Those involved at the '
planning stage were more likely to experience positive impacts than others, and those

who became involved early in implementation were more likely to feel positive impacts 8
‘ than those who became involved at a later stage. Of course, those who were not ‘ =

involved at all were least likely to report any impact. Another pattern was that
respondents who identified programs as voluntary were more likely to report positive
impacts than those who identified program participation as mandatory. -

Full Tt Provided by ERIC.
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Interviews

The interviews of program participants and administrators in the 21 study sites were
designed to add a more in depth view of personal experience and involvement in
incentive programs. Through the guided yet open-ended format of the interviews, rich
responses were obtained tha® would not have been possible through questionraires. The
interview questions are included below. They follow the areas addressed by the original
research questions and the questionnaire, but were rephrased to elicit a spontaneous
personal response and to allow for elaboration. For instance, one of the interview
questions, "What was your involvement in the program?” directly relates to the original
research question, "How do levels of participation relate to teacher assessment of impacts
of and future prospects for these programs?” A global picture of how teachers
sxperience various incentives was thus created by identifying the common concerns of
interview subjects that emerge as themes and issues to be considered in developing

incentive programs.

NCREL staff conducted 84 taped interviews (four at each site) by telephone. Persons to
be interviewed from each site included the district’s project liaison and three teachers!3
who had showa through the questionnaire knowledge about the program in their district
and had expressed a willingness to be interviewed.

The questions used in the interviews were:

- How did the program get its start?

- What was your involvement in the program?

. How has the program affected you personally and professionally?
- What would you change about the program?

- What do you think is the future of the program?

- What further comments would you like to add?

During the interviews, we saw that the interviewees were eager to share their
experiences and desired to learn what others were doing.

13. In one case, two teachers and one building principal were interviewed.
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Comments during the interviews centered around the following key issues and themes:

- Evaluation and Accountability

- Local and State Control

- Pregram Impetus including State Involvement and Funding
- Administrative Support and Control

. Teacher Involvement incluting Voluntary and Mandatory
. Professional Growth and Professionalism

- Change Process

- Career Stages

- Resources including Money and Time

- Process and Products

These themes will now be further explored accompanied by comments from the

interviewees.

Evaluation and Accountability

If a kid bogs down we look to ourselves to find the answer, not blame the kids or
parents.

- Administrator

E-aluation and accountability are intrinsically - :'ated to school improvement efforts
and are most often a significant area of concern in eacher incentive programs. The
difference between support or peer interactions for teache¢r improvement and
administrative evaluation of job performance which may be related to monetary rewards
needs to be clearly defined. Teacher confidentiality in either is critical in building
trust. Evaluation procedures and accountability measures need to be clear, wita very
specific and well-defined criteria. If possible, these criteria should be negotiated and
developed by group process involving representatives of those to be affected. One
teacher expressed the feeling that some recent developments in teacher evaluation had
produced very little benefit but had just added to the bureaucracy in the school district.
Of all the new approaches he feels voluntary videotapini holds the most promise for
teacher improvement and accountability.

There is also a need to develop new avenues of assistance for those seeking to improve ’
their performance and skills. Many assistance programs have shifted to an emphasis on
peer interaction as a means of providing help and support. While each new concept tor
school change seems threatening to those involved, once such ptograms have been
implemented and refined, teachers generally have been quite positive about the ¢ffects
of collegial-based assistance.

214 -
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The whoie concept is built around teachers helping teachers, and if we truly want to
be a profession, I think that is what it is all about. We don’t give children an F in
math without giving remedial assistance and extra time to improve; teachers having
difficulties should take heart in the fact that someone in their own ranks is willing
to give them that extra help so that they can improve their effectiveness with

studerts.
- Principal

Although some of my colleagues still have trouble dealing with their feelings about
being evaluated (some feel that less than perfection is a weakness, or feel threatened
by being judged), [ hope we continue to work at and improve this system. The staff
development section can be greatly strengthened by looking at long range planning,
and more incentives for a team of teachers to develop as a group. [ like the fact
that tcachers sit with administration and determine how teachers will be evaluated,
how they can best manage self-improvement, and continue to deliver high quality
instruction to children.

- Teacher

beginning of a program when change is occurring, many respondents expressed that with
proper invoivement, planning, and care they can add many positive effects and growth
oprortunities. Better relationships between administrators and teachers occur as well as
increased trust, dialogue, and collegiality. Evaluation and accountability are also
important tools for eliciting board and community support. Administrators need to be
actively involved with these issues, but in a less adversarial role. Incentives actually
may put mcse pressure on both teachers and administrators due to the added
responsibility and involvement.

[ feel that the relationship between administration and staff is far more mutual
thanks t2 this system. We have been able to influence the nature of what the
administration does in terms of supporting us as teachers. Since administrators must
spend twice as much time in the classrooms and much earlier in the year than tor
helping they ever did before, they arc far more aware ot the day to dav atmosphere
in the school and among staff. They are also responsible for helping teachers
develop plans for school and seif-improvement. The district has actually put moncy
into training the administration to evaluate etfectively, which would make this
system worthwhile by itself.

- Teacher

Although it is extremely difficult to show direct cause and effect in terms of program

I While evaluation and accountability are often seen as threatening, especially in the

evaluation and student performance accountability, many general cause and effect data
are available which show improved student and teacher performance in schools where

reform programs are being implemented.
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Our district has programs in piace that have helped me personally and members of
my department. First of all, there are a number of professional courses that are )
made available to us, with an incentive program attached. I can honestly say that it
has made a significant change in the teaching performance of at least one of the
teachers in my department. She has instituted many of the ideas of cooperative
learning and the current vogue of critical thinking skills. [ do ¢redit courses in the
district for this success, as well as the teacher’s open-minded willingness.

- 1eacher

Administrators also noted that programs which included peer counseling and evaluation
components added to their understanding of teachers and how much they judge their

success by what happens in the classroom. Many cautioned, however, that programs and
people both need an appropriate amount of time (two years or more) before they <an be

fairly evalunted.

[t gave me empathy for the marginal professionals who knew that they were not as
effective as they would like, and helped me understand how that impacts their sense
of who they are because they measure their succc.. througn the classroom
experience.

- Principal

Evaluation and accountability were also frequently mentioned as a source of initiating a
strong direction, focus, or "mission". Such direction helps teachers grow professionally,

which in turn benefits the entire school system. In fact, a better evaluation system was
the impetus for beginning many of the teacher incentive programs.

Mutual dissatisfaction (teachers and administrators) with the evaluation process and
products created a new system. In the past we did not identify the strengths ot good
teachers or the weaknesses of poor teachers. We decided to spend a lot of time on
the identification and clarification of the role of the teacher. From there we
initiated efforts in peer review in order to strive towards better teaching; we
applied for grants to implement the program and piloted peer review processes; we
established a network and started disseminating our results and process to others in
our state; we expanded the program to include both summative and formative

evaluation.

- Teacher

Local and State Control

Effective classroom instruction is the single most important element in education.
You need a focus on what the mission is in your school district. This program has
given our district a clear mission and focus amidst confusion with state mandates
and other pressures and provided a vehicle for educational excellence.

- Teacher
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Although local school district personnel generally felt that local control was most
desirable, they knew that state and legislative action was often important for program
impetus and financial assistance. Several programs that were started used state
assistance and funds only to increase more rapidly what they would have done on their
own; others felt that once state support and funding were decreased or withdrawn,
programs ¢ould not continue at a meaningful level.

The only negative change happened when the grant monies ended and the financial
crunch occurred. As soon as the rewards became less tangible and less immediate,
progress slowed.

- Teacher

Local school districts need to look at generating self-funding for staff development and
incentive programs. Seif-or local funding may be possible with broader local support
created by broadening the base of local involvement to include community members,
business people, school board members, and parents.

We used community support to help set priorities, and the second highest was tc
improve teacher performance. We also enlisted the help of the local newspaper t0
obtain community support and awareness of what we were trying to do. The
Governor also visited twice to add his support and reinforcement. The retention of
good tezchers has been helped through these efforts to reward and pay attention to
teachers in our system.

- Teacher

Local programs dedicated to effective classroom instruction can crcate a focus on the
mission of a school district and can be the single most important element in education.
One district stated that they had managed to synchronize local proficiencies with state
and national achievement tests and use them as part of' the formative improvement
process, not of the summative evaluation process. Other districts felt that trying to
comply with changing state mandates in many areas such as curriculum and instruction
had created negative attitudes such as deciding to sit back and wait until the programs
failed or the mandates changed.

Some respondents stated difficulties with getting programs "off the ground” due to union
disinterest; others stated that local unions and the administration were primarily
responsible for the program impetus. Local as well as personal, state, and national issues
need to be addressed in the development of programs. Although local control and
support for programs is critical, a clear mechanism for coordinating state and local
control is 1lso essential. School boards still must be aware that incentive prograu{s cost
money and that creative financing is necess=.y. School boards who have scen results for
students and increases in the quality of education usually are willing to add this
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support. Generally, the entire school district benefits from the active involvement and
support of the school board in implementing programs which fit local needs as well as

establish state-level accountability.

Program Impetus

A lot of programs started based on the effective schools movement.

- Administrator

Many programs began as a result of state impetus and funding or national interest.
Publications such as A Nation At Risk (1983), were developed out of a need for change
in education. As previously mentioned, state start-up grants were often helpful either in
providing an impetus for or adding acditional monies to a local idea; in other instances
state funding created a false or unreal expectation of things to ¢-me. Some programs
were developed out of the collective bargaining process itself, or on their own, betore
state monies were available. When state grants became available the possibilities for
expansion and more immediate action greatly increased. Much discouragement occurs
when programs initiated with effort and dedication are later discontinued due to lack of
financial support. When a program is continued with minimal funding, it is often the
most cost-ef fective rather than the most valuable aspects of the program that are

retained. @

Some programs came out of the bargaining process; then orientation by principals
for teachers to inform them how they might be eligible followed.

- Teacher

One main thrust of teacher incentive programs being *eveloped is the result of a shift in
emphasis strictly on students to an emphasis on teachers who affect students’ learning.
Although the student’s learning is still the ultimate outcome desired in schooling,
teachers are being recognized as a significant impetus for that learning.

We were having difficulties with levy passages, 'eacher strikss, etc., and morale was
extremely low for both students and teachers. We did a study ¢f leadership stvles
ind decided that motivation was the key for educational reform. We set about
building pride, morale, and self-esteem in both students and teachers. We had
always focused on students, students, students (and still belie-e that), but now we
are also focusing on our staff and the results have completely changed our district
around. Everyone is benefitting.

- Administrator
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Some programs were started strictly by administrative decisions with no teacher

involvement or input. Although some of these programs appear (0 be succeeding, it is at
the expense of some trust or sepport. In other cases school leadership teams developed
programs without teacher involvement at the first stages, but once the process w-s
underway teachers were asked to be involved. Other programs were started with the
help of foundation grants for staff development, and parent and student involvement.
Some of the participants felt that the fact that the programs were not legislatively
mandated or macle to be "a big deal” in the eyes of the public was helpful in program
acceptance and i1plementation.

Each year that a program is underway and meets with some success, more and more
people get involved, buy into it and start to bloom.

- Administrator

Administrative Support and Control
Administration and staff should work together.

- Teacher

Many respondents stated the need for teachers and administrators to work together,
which forces a relationship between the two. Both need inservice on staff development.
Often the power, leadership, and concern of the administrator has made the ma jor
impact on the program. The important aspec*s of this two-way relationship are
innovation, support, leadership, risk-taking, ability to empower people, and willingness
to find financing.

To get administrators and staff working together in both formative and summative
modes takes a good level of communication and well defined roles. People nced to
realize where the boundaries are and there needs to be value to both. If you're
going to be doing this to {olks, then you need their input. [f administrators make
decisions just based on timeliness and expediency they need to realize that they are
losing something in the balance.

- Teacher

Administrators need to witness teaching situations that exist in classrooms in order to be
a critical link between teachers and the school board. Administrators also must be able
to separate formative and summative tasks in order to know, understand, and value the
role of each. This understanding must be communicated effectively to taff because
decisions that are made autocratically ¢ngender less cooperation and po.r attitudes
among teachers. Many autocratic decisions seem to be made for expediency alone.
Administrators need to demonstrate some openness and flexibility. Empowering staff

and getting them to take responsibility should be a main goal of administrative support,
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but administrators may need training in order to leara how to empower teachers and
help them to work together collegially. This goal should be expanded to empower and

involve all staff, supportiva as well as professional.

The administration needs to create a structure in which programs can happen.
Sometimes they want us to be martyrs to gei the program off the ground; it’s
frustrating when you want to do it but have an internal value structure which says
you shouldn’t 'give it away’. The school needs to [lex its structures to encourage

change and growth.

- Teacher

Administracors should also be in touch with building-level concerns and structure.
Dialogue up and down the hierarchy is needed to create this knowledge. Although it is
hard for administrators tc be regular members of r.e group, the effort makes teachers
less reluctant to participate. The development of a common language increases the

communication flow.

Teacher Involvement

The barriers in schools are superficial; there is so much in common among all peopie
involved in education, even if we have to adapt.

- Teacher

Throughout the interviews, the need for involving teachers in the planning,
implementation, and evaluation of programs was named as critically important. One
could say that involvement equals satisfaction. Teachers being involved with other
teachers in an ef fort to improve their instruction helps teachers feel less isolated and
allows them to share their ideas on curriculum and programs which improve their

classroom skills and confidence.

Being involved with other teachers has been very motivating for me and has
provided me with a support group to ‘mprove my skills which [ never had before.

- Teacher

Hierarchical or top-down management tends to foster frustracion, resentment, and
unwillingness to participate. One of the positive results of teacher involvement is the
development of collegiality. Involvement should in some way include voluntary options.
It is desirable to start with volunteers, keep them involved, and then expand the group
of participants. Keeping staff involved in a meaningful way greatly aids both the
formative and summative processes of program development, implementation, and
evaluation. Involvement also breeds satisfaction and alleviates ignorance or distrust

among staff.
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In many instances p'unning committees also enlisted the involvement of the community,
parents, universities, school boards, and unicn officials. Dialogue and communication
coacerning the program are components of the result of involvement. The process of
involvement enables peopie to exchange ideas and communicate about effective teaching.
The public relations benefit »f involving pcople outside the school can also be a critical
factor in successful implementation of incentive programs. Kespondents also strongly
stated that an atmosphere of elitism should be avoided in developing program
committees.

Career ladders are overkill: the efforts need to be collaborative. Historically the
problem for teachers has been the isolation from each other and from not being
involved with planning for education in their schools with administrators and
community leaders.

- Teacher

Some teachers were given release time or stipends for coordination of planning arﬁi/
keeping other teachers informed. Most teachers felt they benefitted from the
opportunity for broader involvement. Teacher isolation causes a major problem in the
development of teacher collaboration. Many different plans for invol* ement and
participation were developed, each adapted to local school systems. Who should be
involved in the input? That ssems .0 depend on the program’s focus. Some programs
may need the input of the community at large; others need school board members and
public relations people; others may need teachers and administrators and other support
personnel. The important factor in successful programs seems to be the involvement of
the right people at the right time and the commitment .0 creating a collaborative process
for problem solving which breaks down the barriers of the hierarchical system.

The process of involvement can be summarized as follows:

CLEAR SCHOOL IMPROVEMENT FPJRPOSE
leads to
TEACHER INVOLVEMENT AND PURPOSE
leads to
IMPROVEMENT IN CLASSROOM BEHAVIOR AND EFFECTS

Each person needs to feel a part of the program and that who they are and what
icy do mchs a difference. Thle options have to be diverse so that people can buy
into what is important to them and get recognition for doing so.

- Administrator




Professional Growth & Professionalism

The impact on my life, both personally and professionally, has been significant.
- Teacher

Professional growth and professionalism are also at the heart of school improvement,
Teachers and administr.ors alike need to be encouraged and offered the opportunities

to grow in their profession.

Breaking down the teacher isoiation and providing me with a professional §ounding
board was one benefit of the Peer Counselor Model. It also provided me with an
opportunity to see whether [ was capable of influencing others and if 1 understood

the adult learning model.
- Principal

Collegiality assists in this process but in itself is not enough. Professional development
plans and program improvements need to overlap. Flexible options for continued
professional development and inservice programs need to be arranged. Personal needs
for growth must also tie back into district priorities anc goals.

In my own case, | have appreciated the support that [ received from our
Professional Growth Fund in allowing me to visit the actual sites of Egyptian
antiquities. The study trip with the University of Chicags was a high point in my
career. The very thought that a school district thinks enough of me as a
professional to go beyond the salary schedule to allow this kind of activity makes
me feel good not only about myself, but about what [ can contribute to the district.

- Teacher

Treating teachers as professionals involves accessibility to word processing, duplicating,
and technical assistance resources as well as educational and training opportunities.
Guidelines for educational opportunities nced to be clear, fair, and appropriate. Better

opportunities do create better staff as a whole.

[ like the new system because it has made me focus on what will make me a better
teacher. The evaluation model that we use has helped me to focus on specific
behaviors and practices that have direct effects on the 'zarning that takes place in
the classroom. The incentive that is of fered is well worth the time it takes to
prepare the thorough lesson plans expected and to complete the necessary records.
The staff development this year has helped me to make clear and realistic plans for
my own improvement both in the short term and for the long haul. Finally, the
opportunity to use workshops, seminars and other inservice programs to advance on
the salary schedule has allowed me a wider range of options for self improvement
and monetary benefit. 1 feel that [ am teaching better and [ have learned to use my
time more efficiently through this program.

- Teacher
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Many of the problems concerning professional development opportunities are centered
around the means by which they are developed and administered. Some people always
take advantage of opportunity. State agencies often want Ic retain some form of
control. The quality and flexibility in opportunities have greatly increased the
motivation and skill of teachers collectively and individually. Many have renewed their
interest in the prcfession and have grown professionally. In addition, teachers expressed
their need to have additional time to practice and implement what they have learned, so
that the results will be adequately integrated into the teaching process.

Fostering professional self-analysis was perhaps the most dramatic change.
Colleagues voluntarily invite me to observe, record, and analyze acts of teaching.

By offering non-judgmental, objective feedback I was able to reflect each person’s
individual strengths, creative style, and professional awareness. This opportunity to
celebrate confidence in competence inspired many educators to go beyond that level
and spontaneously develop critical self-analysis. I knew the threshold for change
occurred when requests such as the following became common. ‘I can see now that [
of fer my students a wide variet® of guided practice techniques, but I'm not
comfortable with my corrective feedback. Let’s brainstorm and see if I can add
some new strategies to my professional bag of tricks.’

- Teacher

Change Process

We try to do too much at once. The process needs to be slowed down and the load
shared.

- Teacher

Another area highlighted by frequent comments was change itself. Teachers tend to
resist change, or even fight it, even if it may result in an improvement. Change is very
frightening ac tirst.

Reflecting on my three years experience a5 2 mentor e¢ducator, [ believe my greatest
delight v'as serving as a catalyst for change. I never forced change or demanded
that it occur. ! simply established 2n cnvironment conducive to thange and
nurtured the seeds of progress.

- Teacher

Sometimes administrators overwhelm those who are involved, especially with paperwork.
Paperwork needs to be streamlined with duplication of efforts avoided and the
assistance of secretaries and aides provided when needed. Some problems in the first
siages of program development are administrative responsibilities rather than teacher-
related, and thé Board needs to know the difference. A well-rounded program also
includes support staff, substitute teachers, and cthers; it provides assistance and
understanding of the changes involved in the development of the new p-ogram to better
insure its institutionalization.



Change is both encouraging and frustrating -- encouraging when students actvally do
what you hope they would, and frustrating to learn a new process and become
comfortable with it. Change helps teachers to be open to learning from others and
shasing their sxperiences. When new programs meet identified teacher needs, the work
and frustration appear to be less disruptive and worth the effort. Teachers in "special”

areas should have programs to meet their unique needs as well.

Breaking down the barriers of isolation was another dramatic change. By offering
topical seminars fro:n 4:00 to 5:30 p.m. one day per week, [ gave people an
opportunity to focus attention on importaat aspects of education. For the first time,
high school biology teachers and kindergarten teachers dialogued about critical
attributes of teaching {for example, the effects of motivation on transfer of
learning). Educators at all levels discovered they had quite a bit .n common.
Communication among educators on a K-12 basis seemed to increase dramatically
over the years. The change in staff morale was a special bonus. Fear, frustration,
and isolation were replaced with trust, camaraderie, and growth-oriented
collegiality. The mentor process fostered a more relaxed, positive, cuoperative
atmosphere.

- Teacher

Changes should be worked out collectively with clear criteria for teachers to look at
themselves and evaluate progress. Programs should be created specifically for the local
district with as many people as possibie involved from the beginning. Although teachers
may start out to be timid about doing new things, once they find out they can get help,
they are no longer as timid and therefore not as reluctant to take risks. They are more
sure of themselves, have more skiil, and feel rejuvenated. The creative tension can be a
positive, healthy avenue for change and the welcoming of ideas that is essential to
lifelong educational process. One of the people interviewed said that while programs
change every year, the rollowing tenets seem to hold true: 1) programs should remain
voluntary, 2) information should remain confidential, 3) a system. of intermittent
evaluation should be used by the people involved, and 4) input should be obtained from
all people involved in the program and integrated into the program if possible.

Another stated the critical elements in this way:

In summary, my ability to serve as a catalyst for change occurred because: 1) the
well organized program had research-based content; 2) the program was flexible and
allowed for individual, small group, and large group activity; 3) linancial incentives
were immediate and tangible; 4) the confidential peer-coaching built on professional
strengths; 3) the power of self-analysis came from a voluntary effort; and 6) the
program relied on the leadership skills of the mentors to make it work.

- Teacher
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Career Stages

Teachers on a plateau after 15 years or s0 of teaching are all of a sudden jumping
up or forward and the students are benefitting.

- Administrator

Teachers’ needs at dif ferent stages in their careers must be considered in teacher
incentive programs. For instance, after 15 years or so of teaching, many teachers have
reached a plateau or leveling off period. But with the right type of program, many take
giant strides forward 1n enthusiasm, motivation. and dedication. One teacher who had
taught for 20 years said she felt that many major curricular thrusts had occurred as well
as a result of the programs her school district had started. She said, "After ali these
years, I again feel motivated, stimulated, and a, dreciated.”

In the next ten vears many new teachers will have to be hired, thus creating the need
for induction programs and other options specifically designed for them. One possibility
corbines experienced and newer teachers in mentoring relationships which can benefit
beth. Mentor programs have been found to have different effects on newer and
experienced teachers, but in both cases they tend to build teacher relationships,
confidence, and trust. Those people who had been involved in mentoring relationships
felt that the freedom of asking a mentor to observe them without administrators was
helpful, particularly before an evaluation review. But it is also necessary to make sure
that teachers are ready to be mentors; one must be more than a good teacher; some
seasoning is necessary as well. Mentors need to be trained and mentors need to be added
gradually. Newer mentors need to be informed of what has gone on betore. Peer
counseling programs may pair teachers together to help each other no matter what their
career stage. Combinations or variaticas of these types of programs have proved very
beneficial to teachers and to students as well.

It frequently was mentioned that more experienced teachers often were unwilling to get
involved in new programs, but once they did or saw what was happening "they came
around -- to the benefit of all." Teachers with ten or more years of experience often
commented that time was more important to them than money. If this is true, teacher
incentive programs need to allow for time as well as money as a possible benefit. In
general, it was felt that enhancement of the workplace climate nelped with both
attraction of new teachers and the retention and improvement of the more experienced.
In either case an incentive program must be flexible enough to mcer teachers where they
are in their career cycles




Resources

Time to most people is more precious than money. How we manage time to achieve
our goals is next in importance to mission or focus.

- Teacher

Resources for teacher incentive programs are both limited and limitless. It appears that
often what is needed to tap them are a lot of erergy, creativity, planning, enlistment of
others’ help, a dedication to quality, some source of money, and time. Since money is
often tied to some form of performance accountability, local districts nsed to address
the issue on their own instead of reacting only to state mandates.

Time is one of the most critical factors. After school and Saturday programs are one

way to meet inservice credit hours, but most people agreed that there should be multiple

options as to the time frame to meet individual needs and preferences. Providing
programs on site or in the local area saves time and increases participation. This is more
difficuit for small school districts or districts in rural settings where ressurces may be
more limited. It is of great benefit when the sta‘s department of education approves
credit for local courses.

As mentioned previously, varied options for obtaining inservice hours or credits need to
be made available (e.g., one night a week, on Saturdays, or after-school). Also, different
avenues for merit recommendation need to be of fered (e.g., course work, writing,
curriculum work) in order to motivate individuals. There is some disgruntlement with
merit awards for which not all peopie are eligible. Therefore, each plan needs to be
tailored to district and individual needs and resources. Each plan requires time to let it
work.

A problem with lack of resources was that it often led to teacher burnout. It is very
difficult to develop programs and work hard on them and then have them dropped for
lack of funds or other resources. Once teachers have been highly involved with a
program or several programs which have been dropped they are much less inclined to
take the risk again or to put as much energy into new program development.

Many teachers also mentioned that involvement in the program took a lot of time but
felt it was productive time because they learned a lot about themselves and about

teaching.
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Serving as a mentor educator, and a catalyst for change has been the most exciting
adventure in my professional career. At first it was very scary; but through
intensive training and a dedicated commitment to quality I experienced personal
and professional growth as well as being able to foster growth in others.

- Teacher

Curriculum planning and writing to meet state standards and new program needs was
often mentioned as creating problems due to the inordinate amount of time involved
with minimal or "token” compensation. Another "time eater” was over emphasis on
facilities, resources, and property items. One teacher felt that "what we teach, how we
teach, and what is learned" was more important than property.

There is a great need for coordination and sharing of resources among school districts,
state education agencies, universities, community agencies, and business leaders. With
minimal funding, some school districts have been able to accomplish quite varied and
excellent programs through creative use of such resources. Without local money and
support, high quality but expensive parts of a program may be cut, leaving more cost
effective but less beneficial components. Therefore possible resources need to be
identified and dealt with creatively at the beginning of any attempt to affect change.

Process and Products

All teachers have more in common than not. The process of working together often
breaks down the barriers that are superficial and creates meaningful dialogue.

- Teacher

The process and product area could fill a major manuscript, and there are as many
solutions as there are questions. As mentioned earlier, many staff found that working
through the process of program development itself had created a2 new sense of
collegiality and ownership by all groups involved. The synergy among people needs to
be nurtured, maintained, and provide opportunity for growth. The pracess needs to
harness the creativity, energy, and dedication of staff and deal with the common
problems of isolation; lack of understanding of or familiarity with district-wiue
perspectives, and inexperience in dealing with other teachers in a cooperative manner.
Teachers also may need to be taught how to polit}cally munipulate the system for
positive results. If the above can be achieved, administrators can benefit from the
sharing of expertise and problem-solving techniques. Once again the process should
involve community suppt:t and recognition. "Teachers try to do a better job when they
are rewarded and valued."

2. @20
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Many programs reported "products” such as school report cards, long-range plans, new
curriculum, district development councils, contacts and dissemination linkages with ¢ther
schoolf, increased student achievement, invigorated teachers, better trained staff,
workshop leaders, and more responsive and iaformed administrators to name a few,
Others mentioned were new salary schedules, a cadre of available mentor teachers, new
evaluation models, and improved staff relationships. But perhaps the greatest product of
many teacher incentive programs has been the motivation of teachers to excel.

Unn;otivatcd and uninspired teachers are our greatest loss. They cannot create 2
motivated and inspired child.

- Administrator
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Revisiting Seven Questions

Early in this report, seven questions about teacher incentives were set forth, and one
intent of this report has been to seek answers to those questions. Parts Two and Three
of this report dealt with the specific cases of programs and their local and state
contexts. Characteristics of the total respondent pool and themes common to the 21
programs, as depicted in the interviews, were presented to move us from looking at each
program in isolation to more universal understandings of the process of conceiving,
“eveloping, and implementing incentives for teachers. We now return (o those seven
questions and suggest answers based on the accumulation of information these studies
have provided.

1. How do differences in the initiation, planning, and development of programs
affect teacher participation and satisfaction with the programs?

Most of the programs in these studies were initiated by district superintendents, central
of fice staff, or building principals. In just a few cases teachers or the teacher
association may have been involved in the initiation of a program. However, in
planning and developing programs, it was important to bring a broader constituency into
the process, and especially to include teachers at some point. Teacher participation in
developing programs must be genuine: in some cases sensitive planning by administrators
attuned to district and staff needs was very effective (the Salary Plus program is an
example), while inclusion of teachers on planning committees that served as little more
than decoys for administrative fiat could actually cause teacher support for programs to
erode.

Overall, what is most critical is that the planning process keeps the neceds of the district

and its staff at center, and does not become an arena {or pampering a particular pet

project. [t is essential that the teachers’ "voice" be present in planning. This may mean

teachers must actually participate in planning, or it may mean that they are served by -
an administration that speaks for teacher interests. Teachers are willing to accept a

program planned by their administration if the administration has demonstrated that its

intent is to serve rather than manage teachers.

2. How do levels of participation relate to teacher assessment of impacts of and
future prospects for these programs?
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In some cases participation in incentive programs is limited to a small group of teachers
due to the nature of the program. We have also seen that in some cases lack of
information about 2 program leads to low participation rates. When a program séems (o
be working as it is intended, though, there usually is some spillover benefit, where non-
participants are able to benefit from the program. This may be due to a general
improvement in the professional atmosphere in the building or district brought about by
the program, or may more subtly reflect an enhanced status for all teachers by virtue of

the extra effort made on behalf of some.

Of course, the more teachers participate, the more teachers experience impacts from the
program, and in the cases explored in this study, most impacts were positive. Small-scale
programs intended to serve a narrow raiige of participants can be very useful, though
they may be less cost ef fective in terms of providing incentives that serve as

inducements for all teachers.

Participants in programs do tend more than non-participants to recommend continuation
or expansion of the programs. However, program planners cannot assume that making
everyone a participant will guarantee that the program is a success. Teachers who are
required to participate in programs tend to feel fewer positive impacts and more negative
impacts than those who voluntarily participate. The best scenario, then, is a voluntary
program so attuned to district and staff needs that teachers are eager to participate.

Because conditions among districts vary so much, and conditions within districts change
over time, it is difficult to generalize about the best path for program p.-ticipation.
The future of these programs hinges on two points: does the program provide an
effective inducement for the teachers targeted by the program, and does the behavior
that inducement elicits from teachers improve the quality of education in the district?

3. How do types of needs assessment conducted relate to teacher participation and
program impac?s?

The dominant form of needs assessment in the study sites was input from the district or
building administration. However, some cases did use more diverse sources of
information. Input from the local teacher association, a survey of teachers, and teacher
committee recommendations Were ¢ften cited as other forms of needs assessment. In
cases where these teacher voices were part of the development of the program. there was
evidence of greater participation and more positive impacts. However, in some casss just

a small number of respondents were aware of this teacher input. If the input from
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teachers comes from a select group or is treated as private information, the program
misses the boost to its credibility that genuine and open teacher input can provide. If
the administration hand-picks teachers to provide needs assessment, care must be taken
that those selscted truly represent the cross-section of teachers in the district.
Involvement of the local teacher organization can be especially beneficial in fostering an
alliance between teachers and administrators. Teacher supply and demand studies can
be a particularly useful form of data in districts considering how much effort to invest

in incentives to recruit and retain teachers.
4. Why do certain programs win more teacher support than others?

Two different checkpoints appear to be most critical in whether or not teachers will
support the program. [t must serve a legitimate need recognized by the teachers
involved, and it must be developed and offered in an atmosphere of trust and respect.

Clearly, some programs are attuned to teacher needs aad the culture of the school, and
others are manifestations of some other agenda, such as the district administration.
community, or State Education Agency might promote. Ideaily, a program combines both
of these. An incentive must relate to teacher concerns and scnse of what is necded in
their school to have credibility: at the same time, if resources are going to be committed
over a long term to make the program viable, it is essential that the program is on
someone else’s agenda as well. Most teachers have experienced ¢nough "flash in the pan”
innovations, to be leery of gratuitous change that is not visibly retated to improvement
in their ability or desire to perform their work.

While the content of the program must be tenable to teachers, the manner in which the
program is developed and presented is equally critical. In these studies, the highest level
of positive impacts and especially positive spillover impacts occurred where teachers
were given a real voice in developing the program, where the administration
demonstrates a willingness to make a long-term commitment to the program, and where
implementation of the program in itself offers enhancement or diversification of
teachers’ roles. One explanation for spillover impact is that the manner in which a
program was developed and presented may demonstrate enhanced respect for teachers
and recognition of the professional nature of teaching. The incentive in these cases may
be in the manner rather than the substance of the program being ocfered.
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5. How do teachers experience the intended benefit of the incentive program or
activity?

The reports of impacts from the study respondents indicate that the most common forms
of benefits teachers experience are in the areas of improved professional development,
improved collegial relations, increased job effectiveness, and relationships with students.
There tended to be less positive and more negative impact in the areas of control yver
work, use of time, and input into decisions at the district and building levels. [n most
cases, even where teachers have a voice in developing the program, these activities do
add to the teachers’ responsibilities and thus may have negative impact in terms of time
and control. Umpact on salary varied a great deal, depending on whether a monetary
iaducement was included in the program. As stated above, there are many cases where
numerous non-participants reported experiencing positive impacts, indicating 1 spillover
effect that may relate to either the substance of the program or the positive messages

conveved by the presence of the program.

6. How is the process of developing and implementing inceatives experienced by

~

L]
teachers? -

There is a wide range of experiences for teachers, depending on how much involvement
they have in the planuning, development, and implementation of the program. I[n most
cases a number of individual teachers, or 2 committee representing the teacher
organization, were invited to contribute to development of the program after it was
initiated by an administrative person. In some instances this teacher involvement played
a substan.ial part in shaping the program, while in others it seemed to be a goodwill
gesture that did not really affect the final design of the program. Teachers certainly do
note the uifference, and the difference it makes on program impacts. In some cascs
teachars were not even invited t9 participate in the development of the program. T 1is
can be preferable to the goodwill gesture -- at least all parties know openly who ‘¢
wielding what authority, and can judge the results accordingly. If the administrators
involved in developing a program have the trust of most teachers, their efforts may be

preferred to a committee of teachers that does not function effectively.

The involvement of the local teacher organization can provide a structure for teacher
input that speaks for all teachers. It is important to consider how many teachers belong
to their organization, and how many actually feel that the organization represents their

interests beforz deciding if it should play a part in development of the program.
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The teacher’s experience in program implementation depends entirely on the nature of
the program. Some incentive programs are focussed on changes in teacher roles, such as
peer evaluation, site-based management, or mentor eacher programs. There is no way to
implement such programs without teacher participation. Cther programs focus on
changes in administrative procedures, such as awarding points for merit salary
increments based on administrator ratings of teacher performance, or reimbursement for
graduste tuition. In such cases there is little for teachers to do in terms of
implementation; they can participate by applying for the program benet its, but setting
up the p1ogram structure is an administrative function. Of course there ¢an be shades

in between, as seen in the career ladder or staff development incentive strategies.
7. How do state policy contexts affect LEA incentive programs?

There are several ways in which the study sites were affected by SEA policies or
programs. Certainly the climate for school finance is a factor. Ir} states where a greater
percentage of education costs are funded by state aid, district usually have more
flexibility in their budgets than in sta es where most of the revenues {or schools must
come from local property taxes. Special state funding for pilot programs, as occurred in
Indiana, Minnesota, and Wisconsin can be a boon for incentive programs. However. the
tpanner in which the pilot funds are used makes a ~ritical difference. Districts that use
the supplemental funds to build local capacity so that they can maintain the program on
their own once supplemental funds are withdrawn clearly have an advantage.
Developing a program in several distinct components that interreiate enables districts to
adjust to reduced funding levels. Funding for state-wide initiatives, such as the [owa
Phase [1I funds can create wonderiul opportunities if the necessary technical support
aczcompanies the .ionetary assistance.

Another state policy area that can atfect local teacher incentives has to do with teacher
certification and accountability. State requirements for staff development or testing
that are linked to certification are incentives in their o'vn right, as they provide an
impetus for teacher engagement in professional growth. However, these standards may

restrict local districts from creating their own initiatives {or professiona( growth.

The amount of reform activity going on at the state level can have an effect on local
district initiatives. A crucial factor is whether the state-ltevel reforms facilitate local
district initiatives by providing resources, or imposing additional work on local districts,

leaving few resources for local initiatives.

s
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Finally, statewide mandates intended for all districts rarely become incentives [or
teachers unless local districts are given leeway to adopt the program to their own needs.
While it may be prudent to assure that certain clements of school reform are
implemented in every sq\'hool district, inevitably there are local nesds and auances that
must be considered. and local adaptation rather than straight adoption should be
sncouraged. There are two benefits to this. The program itself will mos. likely be mors
affactive if it is altered to fit into the culture and conditions of the local district. At
the same time, the chance to work on the adaptation of a state program is in seif a
leadership opportunity that can be a powerful incentive to teachers who seek a larger

role in developing the conditions of teaching.
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Conclusions

Much has been written about school reform and teacher incentives that are a part of
that reform. In the process of enacting these reform measures many standards and
mandates have been imposed from the top down in a hierarchical manner. A growing
body of research including this study shows that if reforms are to be effective and
lasting, efforts must be made which require well-defined coordination of local, state,
and national resources and policies. Conditions somewhat under local control, such as
school climate and manazemeant, local community and business support. teacher union
initiatives. and creative financing need to be aligned with a growing demand for state

assistance and accountabvility as well as federal support.

At the top of the iist of findings in this study and others is the issue ol teacher
involvement in critical decision making and planning (Bover, 1988). The word critical is
stressed. for while teachers’ input on curriculum decisions are far more common than
they have been in the past, involvement in decisions of school and teacher evaluation
(both formative and summative), long-i1nge planning, student placement and conduct.
and staff development are still not commonplace.

Many of these policies for teacher input and involvement are locally based, lel't to the
local school board and administration. Policies also vary greatly between states.
regionally and nationally. Where teacher involvement has been effectively implemented.
the results have been most positive for both teachers and students. This is not to say
that the support and direction rom other parts of the system are not important. In fact.
1t is to say the opposite. In order for change and reform to cffectively occur. all parts
of the system must work together. This must be the process to stimulate positive change.
This has not always been done well in the past and we must take steps to improve the
process in the future.

Another significant result of this study is a modification of rhe matrix first presented
on page 7 to include teacher efficacy as one of the motivators in conceptualizing
incentives for teachers. Field testing the survey instrument revealed that the multiple
choice of five motivators (monetary rewards, career status, enlargement of professional
responsibilities, improved workplace conditions, and awards and reccognition) was
incomplete. Many respondents chose the option of "othe.”, with "other” most often being
"improvement in my teaching,” or "helping my students to do better." [t must be
recognized that for many teachers the desire ta truly make a positive ditference for

their students is a powerful part of their decision to choose and remain in their carcers.



While the motivators "improved workplace conditions" and "enlargement of profe‘ssional
responsibilities" have clear implications for improvement in providing classroom”:"’
instruction, many teachers respond more strongly to the direct motive of increasing their
efficacy in working with their students. Therefore, a sixth motive, "increased
effectiveness in teaching performance” was added to the survey as one of the choices.

Given this option, 79 percent of respondents identified increased effectiveness as a

was the motive most often cited.

It

is noteworthy that this was the only epportunity for teachers to respond in a way that

says, "What [ care about is my kids, and they are the reason I might respond to
incentives programs.” Increased efficacy was included in the original matrix as a goal

of incentives ("improved performance of teachers™ but it is a goal that is internalized in
many teachers to the extent that it serves as a motive for them as well as a goal for the

organization. While "increased effectiveness in teaching performance” is a powertul

motivator for many teachers, it does not exclude the presence of the other motivators as
elements in the various incentive programs. The revised matrix is depicted in Figure 3.

FIGURE 3.

|
|
|
|
|
|
|
|
|
motive for participants in the program in their district. In I9 of the 2! programs, this

REVISED FRAMEWORK FOR THE EXAMINATION OF
TEACHER INCENTIVE PLANS

Motivator Intent

attraction retention improvement enhancecment

monetary
compensation

career
status

awards and
recognition

professional
responsibilities

conditions of
the workplace

—

increased efficacy
in classroom
teaching
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The following findings on incentives programs from the study sites are offered. They
are common to many of the programs and are therefore generalizations. These findings
have been organized into categories of personal and organizational factors. Examples of
personal factors include such areas as participation and motivation; organizational
factors include leadership, communication, planning process, and program

implementation and evaluation.

Personal

- Participants who get involved early in program development usually feel the most
positive impacts from the program.

- Teachers’ sense of "ownership" of a program greatly increases its chance of success.

- Better relationships between administration and staff as well as among staff should
be developed. Involvement and shared responsibility help build trust and
collegiality.

- Voluntary participation generates better attitudes about programs than mandatory
participation.

- Rewards, especially monetary rewards, need to be of sufficient size and reliable to
act as strong incentives.

- Incentives that enlarge teacher decision-making on professional issues are more
powerful than those which do not enlarge teacher decision-making; incentives that
constrain teacher prerogatives in making professional decisions may even yield
negative impacts.

- Providing teachers with flexibility and multiple options in adopting programs (0
meet their interests and growth needs enhances the success of the program.

- Teachers should be provided time in their day for incentive program activities.
Lack of time is an often cited negative impact of incentive programs.

- Clear linkage between teacher incentives and school improvement programs is a
powerful ingredient to an incentive program. The commonality of individual and
collective growth help develop incentives for both.

unwillingness to participate.

- Enhancement of the workpiace climate positively affects both newer and more
experienced staff.

- Coordination and sharing of resources among school districts, state education
agencies, universities, community agencies, and business leaders is needed.

- The differing needs of teachers as they vary by career stages and lcvels of
sducation, and other indiv.dual factors should be considered in any plan.

l - Hierarchical or top down management may foster frustration, resentment, and

ERIC *
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Organizational

Partnerships between the local teacher organization, administrative staff, and school
board are more powerful than any one group acting alone.

When state or other outside funds are used to support a new program, it is Yest to
use these resources as ventuce capital to build local capacities or develop a new
prototype for an incentive program, rather than to use the money to support on-
going operations. Anticipate future funding possibilities from the beginning of a
program.

State and national issues also need to be considered in the development of incentive
programs.

Goals need to be clearly defined with specific responsibilities and timelines when
evaluation and accountability are involved, measures need to be specific with well-
defined criteria,

Administrators’ and support staff’s roles and needs should be considered along with
teachers’ needs in the development of incentive programs.

The resources and district size should be considered in developing a program that is
feasible for that district.

When including teachers in the development of a program, be sure the teachers
involved are credible spokespersons for their colieagues.

A clearly identified leader can bring focus and consistency <0 a grogram.
Clear communication to teachers about programs as they develop is critical.

As teachers are given tasks that were formerly considered administrative
responsibilities, such as mentoring, peer evaluation, and site-based management, it is
important to expect and to nurture changes in the way those processes are
conducted, not only in who is doing them.

"Elitism" should be avoided. If a program begins with a small core grcup. close
attention should be paid to communication with non-participants and the process ot
expanding the program to involve mo-e teachers.

Criticism should be considered. Even negative insights can help to improve the
program. Listening to critics is ofter, a first step to their future support and
involvement.

School change is threatening to all those affected, therefore, try to implement a new
program in incremental stages.

Time is needed in order to fairly evaluate programs. In the meantime. evaluation
should be used in the formative sense.
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Incentives are an important factor in school improvement and should be seen not as
"add-on" programs, but as an integra! part of the school improvement planning process.
Creativity, broad involvement and suppor®, and flexibility are key ingredients to
developing and successfully implementing incentive 7 ~ograms.

What can be learned from the incentive progra~ . ... «his study rainforces our collective
dedication as educators to improving our profession. The profiles of these programs
illustrate the many possibilities for incentives in varied types of school situations.
Further, thay give us greater insight into the critical motivational and ~rganizational
factors that can lead to increasing the success of our schools for today and tomorrow.

We have ample information on the nature of quality incentive programs. This report not
only adds to that body of knowledge but addresses the critical issues of the change
process in order to make school improvement through incentives a reality.
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The Characteristics of Respondents
Current Positions of Respondents Percent
Secondary teacher 38.0
Elementary teacher 34.7
Special education teacher 9.7
Building administrator 54
Student services 4.2
Other 3.3
Central office administration 2.6
The Level of Their Educational Attainment
Master’s 26.3
Master’s + 30 credit hours 18.9
Bacheior’s + 15 credit hours 14.8
Bachelor's + 30 credit hours 11.6
Bacheior’s 10.6
Master’s + 135 credit hours 10.4
Ed.S., Ph.D., or Ed.D. 3.7
Anticipated Positions in the Next Five Years
Same position 60.1
Retirement 12.0
Difrerent position, same district 10.0
Position outs;i le educatinsn 4.0
Other 1.7
Leave ¢f absence 0.9
Gender
Male 59.6
Female 37.7
,";"“‘;"}n\\\
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Survey Questionnaire Used in NCREL Teacher Incentives Study Sites

A sample survey used in the NCREL teacher incentive study sites is provided on the
following pages. As presented here, it is an exact duplicate of the forms that were
distributed to randomly selected subjects tarough the project liaison at each site. Note
that the name of one of the case study sites and the program under study at that site is
inserted at the top ot the first page (Sherrard Community School District, Incentive
Component of Salary). For each of the 21 sites, the name of the district and the
program under study was similarly inserted on the front page.

The amount of reform acti. ity going on at the state level can have an effect on local
district initiatives. A crucial factor is whether the state-level reforms facilitate local
district initiatives by providing :ssources, or imposing additional work on local districts,
leaving few resources for local initiatives.

Finally, statewide mandates intended for all districts rarely become incentives for

While it may be prudent to assure that certain elements of school reform are
implemented in every school district, inevitably there are local needs and nuances that
must be considered, and local adaptation rather than straight adoption should be
encouraged. There are two benefits to this. The program itself will most likely be more
effective if it is altered to fit into the culture and conditions of the local district. Az
the same time, the chance to work on the adaptation of a state program is in itself a
leadership opportunity that can be a powerful incentive to teachers who seek a larger
role in developing the conditions of teaching.

l teachers unless local districts are given leeway to adopt the program to their own needs.

S .
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NCREL TEACHER INCENTIVE PROJECT SURVEY

North Central Regional Educational Ladoratory anc The Unlversily of lowa

pleasa follow the directions and complete each section of the survey as iy as possiole
It 1s vital that all surveys ars returnadl

The Incentive program under study In Sherrard Community School District
Incentive Component of Salary
PartA  PROGRAM PURPOSES

I. Which do you beiieve most closely describes the PRIMARY purposs of the program?
( Select only ONE)

— leacher recruitment

— retention of teachers

lo improve the perrormancs of teachers presently in service
—_____loenhance the status of teachers 3s protessional educators

2. Which of the following may be considered as SECONDARY purposes of the program?
{Check ALL that apply. )

— (eacher recruitment

. retention of teachers

to improve the oerformance of teecners presently n servics
______loenhancs the status of teachers as protessional egucators

—other (speciiy)

3. To which of the following types of incantives 1S the program aimed? ( Check ALL that apply)

monetary and/oc {ringe benefits

——— 3Wards and/or rscognition

—— . Increasad Status 8s professionals

—— enlargement of professional responsibilities
improvad conditions in the school as a warkplaca
—— increesed sffactivensss in teaching performancn

e Other specify)
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Pert B PROGRAM DEVELOPMENT AND IMPLEMENTATION

1. Which one of the following 4o you beleve was most responsible for INITIATING this
program in your district? (Selsct only ONE)

—— Stats legislalurs stats education departiment
e 10C21 district school bosrd state teechers' organization
—— DASt Or present distiict superintandent — local {8achers’ organization
—— Other central offics aamimstrator(s) building principai(s)

Individual teacher( s) university or ressarch group

——- Other (specify)
2. Which of the following parties have deen involved In the PLANNING and DEYELOPMENT
of the program ? (Check ALL that apply)

state education department
state leachers' organization

state legisiature
e [0C8] district school board

. §8St OF present district superintencent — loca! teschers’ organization
—— Other central office administrator{s) building principai(s)
— aducstiona} service agency e indfyiduai teacher(s)
— parent group university or research group

community organization
e Other (specify)

3. Circle the ONE party listed in Item ¥+ 2 above which you believe has been qast
influential in the DEYELOPMENT of the program.

4. 0f the parties listed in item = 2 abave, which have been mast important In the actual
IMPLEMENTATION of this incentive program i1n your district? List up to FIYE n rank
orcer on the spaces below. {Rank * | 3s mos’, important)

X z7
x3 x4
=S

S. To the best of your knowledge, which of the following wers usad to datermine LOCAL NEEDS
in the planning of the program? (Check ALL that apply)

survey of the community — eacher commities ar councll
survey of teachers input from teecher organization
——— SIMIMISICALIVE t68M O commiltes —~— Study of teecher supdly and camand
—— Thool board hearings d@mographic study
nuts108 evalyator
—— Other{ soecify)
- 252 - 2 1
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PartC  PARTICIPATION Sslect only ONE responsa for sach itsm in Part C.

1. Ssisct the ONE statemsant that most accuratsly rsflects your participatian in the program,

| have actad 1n a leadersio rolg 1n this program.

| hava acled as a particioant in this program.

| have chasen not to participate in this program,

| have not been eligibie to participate 1n this program.

! do nol know if | am sliqibie to participats in this program.

2. When did you FIRST become involved in this program? (Select only ONE)

——— Quring the initial planning stage on the district level

——— during the planning staga cn my butiding lavel

— Quring the eerly implementation of the program

- Quring the later impiementaticn of the program

—— afler the program had becoms established routing in the district.
—~— | have not been 1nvoived thus far buy am considering becoming involved,
——. | have not bean 1nvoived and do not anticipats involvement 1n the futurs.

3. Pleesa drisfly desnribs the naturs of your participation ( if any) in the inception,
development, irnplementation and/or svaluation of the program.

4. Which ONE of the following statements fs most accurate?

Particoation in the program under stugy 1s mandatory In our district.

Participation in the program 1S mandatory ior some Individuals, yoluntary for others.
Some components of the program ars mandatory , others are veluntary.

Sarticipation in the program is sirictiy ~oluntary

11

2253 - 2414




Part O IMPACTS

indicate the {MPACT the plan uncer study has f.ad on each of the following aspects of Your own

job. The responss scals runs from | (very positive) to S (very nagative) ior sach item.

1. Effectiveress in psrforming your job

2. Your cegree of contrrol gver your own

work

3. Ability to uss your me pronuctively

4. Interaction with rollengues

S. Amount of input you have into buiiding

level dacisions

6. Amount of input you have into qistrict-

wids decisions

7. Cppurwnitiss for professional growth
8. Rslationship with students

9. Your status among your peers

10. Salary, fringe benefits or ot7er -

monetary rewerds

11. Overall satistaction you oerive from

Your work

12. Decision to remain 1n present position

very slightly no  slightly very
pesitive  pesitive  impact negative negative
impact  impact impact impact

! 2 3 4 S

i 2 3 4 S

! 2 3 4 5

! 2 3 4 )

! 2 3 4 S

I 2 3 4 S

! 2 3 4 S

! 2 3 4 S

l 2 3 4 S

I 2 3 4 S

! 2 3 4 S

! 2 3 4 S
very siightly  no slightly  very

positive  positive
impact  impac
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PartE  ASSESSMENT

1. Select the ONE statement which mast nearly retlects your opinton. (Select only ONE)

— | favor continuation of ths program as Is.

— ] favor expansion of the current program.

— | favor diminishing the scope of the current program,
—— | favor terminating the program complstely.

2. Which ONE of the following do you believe ts mast 1ikely to occur ( Select only ONE)

The program will be continued as is.
. The program will be continued end expanced.
l —— Theorogram will be continued but diminished.
——— Theprogram wil] be terminated completely.

3. Onascaleof | to S, how would you rate the program 1n terms ot achleving Its primary
and secondary qoals thus far? (Clrcie number to indicate responss)

Completely Mostly Moderately Mostly Complatety
Succsssiul Successful Successful Unsuccassiul Unsuceessful

[ 2 3 4 S

PartF  BIOGRAPHICAL DATA

1. ‘What 1s your present pesition? elementary tescher secondary teacher
special edue, leacher ______  student services
building administrator . central agministration
other ( plesse 1y)
p speciy =
2. Cenger: femals ___  male
4. Ethnic group 1dentity:  Asian/Pacific Islander lack HISPaNIC e
Caucasian (other than Hispanic) . Nz veAmerican ___,

S. Total numger of yesrs in presant school district (currant year counts &s ane):

. Total number of yeers spsnt: in teaching posiions (currsnt year counts as ons):
n agministrative pasitions (\f applicable):

I
I
I
. o
I
I
I




7. Highest level of education comoisted:

BA__ BA+1S___ BA+30 __ MA__. MA+ IS MA+30— EdSorPhD. __

00—

8. Doyou belong 1o the teecher orgenization in your district? yes

9. Which do you balisve 1s most 1ikaly to b8 your job status S years from now? { Select ONE)

will remain in presant position

will seek a different position within this school district
will seek a pasition in another distrint

will sesk & pasition outsids of egucation

will take 4 ieave (rom my caresr (or personsi reasons
will retire
ather (specify)

2HR RRRLRRRLLRRRRRRRRRR LR R R RR TR

'WOULD YOU BE WILLING TO BE INTERVIEWED OVER THE TELEPHONE REGARDING THE PROGRAM
UNDER STUDY?

~ [ntaryviews will lsst spproximetsly 25 minutss.
- Interviews will 08 arrenged 8t yodr conven.sncs.
- Al interyiew responses will 08 strictly conrfioential.

YES e o

If you ars willing to be interviewed, please complete:

Name

School( s) where you work

Doyou prefer to be \nterviewed .
at school ( phone numbser) —

at home ( phons number)

Best timss (0 teiephone

THANK YO/ for your cooperation. You will be notified if you are selected for an interview.

RRR LTRRNRXXRE AN RRXT VXX RRRE RN
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